ED 098 091
AUTHOR

TITLE
INSTITUTION
SPONS AGENCY
BUREAU NO
PUB DATE
CONTRACT
NOTE

EDRS PRICE
DESCRIPTORS

IDENTIFIERS

ABSTRACT

DOCUNMENT RESUME
48 S0 007 861

Paine, Whiton S.; And Others '
An Evaluation of Undergraduate, Problea-Oriented
Interdisciplinary Courses in International Studies.
Final Report.

Cornell OUniv., Ithaca, N.Y. Center for Imnprovenment of
Undergraduate Education.

Institute of International Studies (DHEW/OE),
Washington, D.C. '
BR-2-2104~-FR

Aug 74

0E-0-73-0092

244p.

MF-$0.75 HC-$11.40 PLUS POSTAGE

Concept Teaching; Developing Nations; European
History; Group Unity; *Higher Education;
*Instructional Innovation; *Interdisciplinary
Approach; Peace; Political Power; *Political Science;
Problem Solving; Program Evaluation; Rural
Development; Team Teaching; Thematic Approach; War;
*World Affairs

Center for International Studies; *Intermational
Studies

A program developed by the Center for International

Studies (CIS) at Cornell, focusing on world-based, political problems
vas evaluated for the ongoing improvement of the program. Of
particular interest was whether the program was meeting its
characterized goals of interdisciplinary content, probles
orientation, and team teaching at the introductory level for
undergraduates. The "Context-Input-Process-Product" evaluation model
chosen to assess the program relied on data collected from student
questionnaires and ratings, course and prograa documents, grading
data, interviews with faculty, and observations of course activities.
The results of the evaluation presented descriptively, begin with a
history of CIS and the developament of the program. A description of
the character of the courses, then, indicates a change in the focus
of the program as it progressed. The six courses are now more aptly
characterized as being specialized, advanced, international studies
courses. Suggestions for continuation of the program take these
changes into comnsideration. A bibliography and appendizxes containing
data collected and important aspects of each course complete the

report. (JH)



Abstract

Like many institutions of higher education, Cornell University
was in a state of change as the decade of the sixties ended. One
of the results of that period of ferment was the aestablishment, in
the Center for International Studies, of an experimental teaching
program for undergraduates. This Undergraduate Program was a se-
quence of six introductory courses focusing on different problems
within the general area of International Studies. They were taught
by teams of faculty who brought their disciplinary expertise to an
. interdisciplinary consideration of the following topics:

Centralization and Decentralization in Europe
Domination and Subordination

Peace and War ~

Rural Development in the Third World
Ethnicity, Race, and Communalism

The Concept of Europe.

These courses were taught largely as separate attempts to util-
ize the conventional instructional techniques developed for intro-
ductory courses in an interdisciplinary, problem-oriented, team-
teaching environment.

In order to assist program planning by the Cornell Center for
International Studies and to contribute generally to an understand-
ing of interdisciplinary, problem-oriented teaching, a Context, In-
put, Process, Product evaluation model was employed to describe and
assess the courses as discrete entities and the program as a whole.
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INTRODUCTION

. The Center for Intemational Studies is an autonomous center
at Cornell University, which was founded in 1961. In jts 1970-1971
Annual Report on "International Studies at Cornell University" its
function was described: '

The major role of CIS has been to support and coor-
dinate the University's programs of international and compara-
tive studies. The Center functions through a network of
faculty committees which are organized on a multidisciplinary
basis and are essentially self-governed. These include
Cornell's established area studies programs and the Inter-
national Agricultural Development Program, Intermational and
Comparative Labor Relations, and the International Legal
Studies Program.

In the past few years another of the Center's roles
has been to strengthen inquiry into substantive policy issues
which cut across professional and area corcerns. Although
Corneil has been rich in faculty and student resources and
concerned with such critical problems as war and peace, inter-
national development, and the environment, these interests
have not previously been structured and supported intellec-
tually and financially.

Increasingly, the Center has been concerned with
making its resources and those of its affiliated prograis more
relevant to the needs of undergraduates. During the past year,
several of these innovative activities have reached fruition.
The Center has developed an experimental, interdisciplinary
%eac?iqg program in international studies at the undergraduate
evel.

The history and analysis of internal and external influences
which affected the genesis of the CIS Undergraduate Program can be
found in Chapter III. Originally, the program was conceived as an
"interdisciplinary, problem-oriented, team-taught" series of courses
which, taken successively, would develop an integrated body of know-
ledge pertaining to international studies.

Ideally, a "program" is a coherent structure with specific goals
to guide decisions and utilization of resources. The Undergraduate
Program of the Center for International Studies began in this way
but soon metamorphosed so that now it is best understood as a series
of six discrete courses each with its distinctive features and separ-
ate faculty but subsidized by the Center for International Studies.



The need for major changes in the original concept of the
Undergraduate Program emerged as the first course progressed and
in the planning of the second course. Recognizing the benefits
that might accrue from outside appraisal of the Program, CIS called
upon the Center for Improvement of Undergraduate Education (CIUE)
to study the second and third courses. CIUE is an agency organized
by the University to support instructional development, including
the deveiopment of methods for evaluating teaching and courses. The
second course, however, stirred up so much controversy within CIS
and the Univers:ty community at large that it led to a direct fa-
culty challenge of CIS' right and competence to offer undergraduate
courses. Under these circumstances a comprehensive assessment of
the program seemed urgent.

Stephen C. Brock, then Associate Director of CIUE, negotiated
support from the Institute for International Studies in the United
States Office of Education for a detailed evaluation of the CIS
Undergraduate Program and hired Whiton S. Paine as an evaluation
specialist.

The team which was formed at CIUE to conduct the evaluation
of the CIS courses brought the perspectives of several different
disciplines to bear on the problem. Whiton Paine was trained in
Experimental Psychology and had previous experience with program evalu-
ation and research on instructional variables in introductory courses.
Stephen Brock, Associate Director of CIUE was an Educational Philo-
sopher and coordinated the work. David Macklin, a Social Psycholo-
gist, served in many consulting roles. Alison Brown, an Intellectual
Historian, investigated the history and political environment that
influenced the evolution of tne CIS Program.

Orientation to evaluation research. "Course evaluation™ is not edu-
cational or instructional research. It may draw upon eight of the

nine separate tyces of research (historical, descriptive, developmental,
case/field study. correlational, causal-comparative, quasi-experimental,
action) listed by Isaac and Michael (1971) but clearly is not limited
to any one of them. The Phi Delta Kappa National Study Committee on
Evaluation (1971) relates evaluation to 1) measurement, 2) determining
congruence between performance and objectives, and 3) progressional
judgment. Richard Miller's (1972, 1974) review of faculty evaluation
shows that course evaluations can and do imply all three definitions.

In the case of the CIS Program evaluation, however, "congruence" con-
siderations were fruitless since there were no overall program goals

and few attempts to define objectives.

In general, the major emphasis in course evaluation has been on
the opinion of the consumer of instruction, i.e., the student. This
emphasis may be shifting (Miller, 1973, 1974), but Costin, Greenough
and Menges (1971) concluded that students' ratings can provide infor-
mation which is both reliable and valid. In the present study it was
decided that student ratings should be a major component.



A Search for Criteria. From the inception of the Undergraduate Pro-
gram, the CIS courses were described as "interdisciplinary, problem-
oriented, team-teught" courses. The descriptive phrase refers to a
number of instructional innovations in higher education which were
relatively unfamiliar. The evaluation team undertook a review of
the literature to discover if criteri~ existed for judging these as-
pects of the CIS courses.

Interdisciplinarity is a particularly fluid concept. Sherif
and. Sherif (1969) pointed out in Interdisciplinarity: Problems of
Teaching and Research in Universities, this is a fashionable term
suitable for "academic chitchat”, but it also refers to a serious con-

cern on the part of scholars who are dissatisfied with the narrow
disciplinary approach to general knowledge.

There appears to be a range of possible alternative approaches,
ranging from intradisciplinary, cross- or multi-disciplinary, to
synthetic interdisciplinary. At one extreme the emphasis is on *he
procedures and concepts developed “in one discipline. At the other
is a broad, eclectic approach involving many disciplinary perspectives.

Briggs and Michaud (1972), representing a European point of
view, asserted the need to reorganize universities to accomodate inter-
disciplinary teaching. Levine and Weingart (Reform of Undergraduate
Education, 1974) suggest different organizational and programmatic
structures which might augment or serve as alternatives to traditional
disciplinary departments:

"At most traditional universities with strong graduate
and departmental orientations such structures may be the only
way to introduce_a significant measure of fiexibility within
the curriculum."?

A logical way to organize such extra-departmental efforts is
by focusing on problems which involve the expertise of individuals from
different discipiines (i.e. problem-oriented studies, team-taught).
This was the direction in which the CIS Undergraduate Program started.

At a national conference on higher education in 1972, Kolka and
Swinerton (1972) concluded that interdisciplinary programs in general,
have not fared well at American and Canadian universities, mainly due to
their inability to compete with the traditional departments for the
shrinking pool of resources.

The financial difficulty confronting interdisciplinary efforts
is compounded by the problem of develo;ing effective teaching teams
at both the course and departmental (u: quasi-departmental) level. A
recent book by LaFauci and Richter (1970) provides a brief overview of
different ways of organizing team-teaching and a detailed analysis of
one attempt at Boston University's College of Basic Studies. Particu-
larly interesting is their analysis of the usa of teams in the develop-
ment of interdisciplinary projects. Among the advantages in this form
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of teaching they cite increased program flexibility, stimulation of
creative thinking in students and faculty and intellectual challenge
and practical utility in the study of contemporary problems. On the
negative side they note that team-teaching is plagued by interpersonal
problems stemming not only from personality differences but from the
rigidities of graduate training programs in traditional universities. .
International Studies is a field that offers many illustrations of

both facets.

Since World War II, non-American content in college and uni-
versity curricula has been steadily increasing -- a change heavily sub-
sidized by government and foundation resources. In 1962, Percy Bidwell
completed a national assessment of Undergraduate Education in Foreign
Affairs. His review is notable for its emphasis on the importance of
international subject matter in an undergraduate liberal arts education.

In 1967, Education and World Affairs selected six universities
for a detailed study of the approach to teaching, research, and service
in the area of world affairs. This report included a history of inter-
national activities at Cornell, focusing on the work at the Center for
International Studies. One important conclusion of this study was that
while curricula had been internationalized to some extent, the impact
on students was discouragingly weak. The suggestion was made that in-
troductory courses in social and behaviorai sciences should be modified
to accommodate international material.

Similar conclusions appeared in a report issued as one of a
series of studies commissioned by the Carnegie Commission on Higher Edu-
cation (Sanders and Ward, 1970). This report summarized information
obtained from 612 instituticns on 2,185 programs. Sanders and Ward, how-
ever, emphasized that

“International Studies are only a small part of the overall
academic activities in any four year institution and involve
only a fraction of the_more than six million college students
in the United States."3

They also described the beginning of the decline in International Studies
which took place when Congress and the foundations began to withdraw their
financial support.

One of the most important aspects of the Sanders and Ward study
is that it documents the diversity of Intewnational Studies. This field
is so complex that it is difficult to formulate generalizations. There
is a general breakdown between programs stressing area or language studies
and those which focus on comparative and topical studies. James Rosenau
(1973) has prepared a quantitatively oriented survey of International
Studies with emphasis on the role of what he calls "Discipline General-
jsts" in the social sciences. His analysis is important because it 11lu-
minates the approach taken in the CIS Undergraduate Program.

Rosenau defines a "Discipline Generalist" as an individual who



"...employs the discipline of one or more -- or some com-
bination ~- of the social sciences for the purpose of developing
knowledge about human affairs that is generalized beyond a spe-
cific case, situation, or country."4 =

The emphasis is on the study of a range of phenomena in order to define
patterns rathor than on interdisciplinary analysis per se. Implied here
;s ? commitment to multi-methodology and emphasis on quantitative ana-
ysis.

Rosenau opines that collaboration across disciplines is a valid
ideal but one which is seldom met in International Studies. In support
of this contention he cites the responses to a survey of an “"elite
sample" of disciplinary generalists who found only 46-47% examples of
cross-disciplinary collaboration in the literature. His data also indi-
cate that 55% of his Discipline Generalists were Political Scientists
and fully 84% of the membership of the International Studies Association
represented this discipline. Rosenau endorsed problem-oriented studies
as a way of bringing together Disciplinary Generalists in collaboration
with area specialists. This, he felt, would lead to some degree of
interdisciplinary cooperation and synthesis.

The following paragraphs offer a brief description of the Center
for International Studies ?CIS) courses which were the subject for evalu-
ation by the Center for Improvement of Undergraduate Education (CIUE).

CIS 110, entitled "Integration and Decentralization: Competin
forms in Internaticnal Society™ (referred to in this report as "Enfegra-
tion”), was the first course in the Undergraduate Program. Offered in
Spring 1971, it brought faculty from Economics, Political Science, An-
thopology, and History together with 68 students, primarily freshmen.
They examined centralizing and decentralizing forces at both the local/
personal.levels and the national/international levels by working through
four case studies: the Hapsburg dynasty, Modern France, Modern Western
Europe, and Modern Yugoslavia. The course was divided into weekly
“disciplinary" seminars and "interdisciplinary" lecture sessions, with
a reading list for each of these. Students were graded on their per-
formqncg ir discussion sections and on thc several essays which were
required.

CIS 209, offered in the Fall of 1971, entitled "Domination and
Subordination: Origins, Strategies, and Justification" (here, "Domina-
tion™), approached its subject on three levels: dom nation/subordination
1) between individuals and groups within society (Male-Female and Worker-
Manager-Owner), 2) as ways of organizing societies (U.S. Liberalism/
German National Socialism), and 3) between countries (War, Imperialism,
Colonialism, and Nationalism). There also were presentations centered

on neo-Freudian, Marxian, and Veberian models as broad, internally con-
sistent approaches to domination and subordination.




The faculty, representing the disciplines in Economics, Poli-
tical Science, Psychology, and History, divided themselves into teams
of two in order to prepare lectures and readings on each of the course's
sub-topics. Once a week a lecture session was offered in which members
of a faculty team presented a short lecture. These were followed imme-
diately by questions and discussion by the two other faculty partici-
pants. This session was then followed by small group discussion sections
led by the faculty and finally the total class of 76 students would re-
convene for a general session. In addition to this weekly "marathon"
session there was one weekly seminar for small group discussion of the
readings. Faculty were assigned as discussion group leaders so that over
the total semester students had two leaders for their group; one for the
first half of the term and a different one for the second. Students were
graded on their performance on essays and a term paper.

CIS 210, "Peace and War" ("Peace"), enrolled 148 undergraduate
students, mostly freshmen and sophomores, to consider the causes of war
and the prerequisites for peace from the points of view of seven disci-
plines. After studying the anthropological, psychological, and histori-
cal roots of war, varticular techniques and proposals for prevention were
examined. Here Political Science, Chemistry, Physics, and Economics were
represented. Eleven lecturers participated, while five persons were dis-
cussion section leaders. In addition to one two-hour lecture session per
week, each student was assigned to a discussion section, with section
leaders rotating every three weeks. Also, the game "Diplomacy" was played
by some students. A final examination and four five-page papers were used
to assess student performance.

CIS 211, the fourth in the series of courses, attracted 77 students
from across many colleges and classes, including some graduate students.
"Peasants, Power, and Productivity: Rural Development in the Third World"
("Peasants™), had a core faculty representing the discipiines of Political
Science-Economics, Anthropology, and Agricultural Economics. In addition,
five guest lecturers representing Agricultural Economics, Anthropology,
Political Economics, and Political Science, participated in the second
half of the semester. In the first part of the ccurse an analytic frame-
work was presented which analyzed rural development phenomena from three
views: the MACRO: political processes, the MICRO: the peasant community,
and the TECHNICAL: production process, with India as the referent country.
In the second part of the course there were guest lecturers on: The Phil-
ippines and Taiwan, Kenya and Tanzania, China and Mexico. For the first
time, two graduate assistants were added to the staff and they, along
with one of the core faculty, led the sections. The students attended
one discussion section per week and the lecture session. Students were
graded on their performance in sections and on a midterm and final exami-
nation.

CIS 212, "Ethnicity, Race, and Communalism: their significance
for nation building and international relations" I“Ethnicityii. offered
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in the Spring of 1973 brought together three political scientists --
each with a different emphasis: one in population, one in public ad-
ministration, and the third in international racism, to treat the
written materials touching on this subject found in a variety of disci-
plines. Guest lecturers from Anthropology, Rural Sociology, and Psy-
chology were invited to round out the interdisciplinary treatment.
Three case countries were treated in the first half of the course,
levels of analysis from "above" (political/econemic) and "below"
(psychological/anthropological) were posited. As in "Peasants", gradu-
ate assistants served as additional c¢iscussion leacers. The course met
twice each week, once in a lecture session and once in discussion sec-
tions. The 26 students enrolled in the course were graded on their per-
formance on midterm and final examinations, on the term paper, and in
discussion sections.

CIS 135 was the last of the CIS courses considered in the evalu-
ation. Its title was "The Concept of turope: Crisis and Continuity in
the evolution of an idea" ("Europe" throughout this report). Here a
political scientist and an historian, together with a graduate assistant
in political science, taught the course which consisted of one lecture
combined with discussion each week, with additional discussion meetings
which convened on an ad hoc basis. Three guest lecturers, two in poli-
tical science and one in history, supplemented the core faculty's pre-
sentations. In examining the evolution of the concept of Europe, parti-
cular emphasis was given to post-1945 European developments.

What this brief review intimates is that the specfal character-
istics of the Undergraduate Program cannot be evaluated according to
criteria developed in other environments. The terms “Interdisciplinary,"
"team-teaching," "problem-oriented," and even "International Studies,"
involve a heterogeneous and changing body of instructional and research
activities. Within wide boundaries, whatever the Undergraduate Program
did could be seen as reflecting these attributes. When attempting to
answer the question "What is an Interdisciplinary, Problam-oriented,
Team-taught course in Intemational Studies at Cornell," the emphasis
must be on description rather than evaluation against fixed criteria.
geta11ed descriptions of the individual courses can be found in Appendix

Aside from its special characteristics, the CIS Undergraduate Pro-
gram stressed the importance of these courses as introductions to the so-
cial and behavioral sciences. Since World War II there has been a con-
tinuously increasing literature on appropriate instructional technologies
for introductory courses in these fields. Probably the best review is
provided by McKeachie (1963), in Teaching Tips, a Guidebook for the Be-

inning College Teacher. More specialized treatments are to be found in
such collections as the one edited by Lee (1967), Runkel, Harrison, and
Runkel (1969), and Levien (1972), Bjerstedt's voiume on Educational
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Technology (1972) and innumerable journals. This pridr research, com-
bined with information on how social science courses are typically

taught at Cornell, made it possible to evaluate this aspect of the
CIS courses against established criteria. Details of this part of the

evaluation are presented in Chapter 1V.




CHAPTER I
METHODOLOGY

This chapter presents an overview of the methodological
approaches used in evaluating the CIS Undergraduate Program. It is
divided intc three parts. First is a section on the basic strategy
which guided the overall evaluation design. This discussion includes
an analysis of some fundamental assumptions, the constraints and op-
portunities which affected the design, the evaluation goals, and the
ge??ra1 Context-Input-Process-Product mode! used to structure data
collection.

Data collection methods are the focus of the second section.
Following the concept of multiple operationalism, a range of assess-
ment procedures were used to obtain data on the various courses.

These included course questionnaires soliciting the students’ percep-
tions, non-participant and participant observation of course activities,
analysis of course and program documents, follow-up questionnaires to
students, and faculty interviews.

This approach generated considerable data which were then
analyzed and interpreted. The basic problem was to utilize effec-
tively the talents of a multi-disciplinary evaluation team in the in-
terpretation of the results. How this was done is the concern of the
final section of this Methodology Chapter.

This chapter is supplemented by materials in the Anperdices
which describe the student and faculty populations in detail
and present a structural analysis of the Six courses. Additionally,
the Follow-up form and the questionnaires for each of the six courses
are reproduced, along with the item means.

Evaluation Strategy. The CIS Undergraduate Program was a complex,
heterogeneous entity and the first evaluation question to be answered
was “How can this complexity be separated into discrete, measurable
components without losing the overall richness of the situation to be
assessed?" The strategy chosen was one which concentrated on the in-
dividual courses and developed a basic set of program generalfzations
by comparing one course with another. Similarly, single course ele-
ments were compared with their counterparts in other courses.

What is the justification for this strategy, as opposed to
viewing and assessing the nature of the total Program? Fundamentally,
the terms of CIS's definition of the Program itself are accepted be-
cause they convey the differentiated reality that finally ensued.

As originally conceived, the Program was intended to provide a
series of cumulating experiences for a group of students who would
enroll in one course after another. Intégration and Decentralization,




the first Program course, was planned as the initial offering in

a four-course sequence. One major facet of the course design was

a set of disciplinary discussion sections, introduced in this course,
which were to be utilized in the subsequent courses. The intent of
this approach was to engage the student in four different disciplin-
ary areas, over the four courses, and -- by cumulation -~ provide

an intellectual base of different interdisciplinary social science
experiences. The abandonment of this plan during the first term
and the redefinition of the Underaraduate Program created a series of
discrete courses, whose linking characteristics would include pro-
blems of international scope and teams of disciplinary specialists

to conduct the courses. This redefinition was adhered to and most
students did not pursue a series of CIS course experiences. Conse-
quently, any view of the Undergraduate Program realistically means
"What can be learned from the courses as multifaceted events?" not,
alternatively, "Has 'The Program' as a totality succeeded?"

_ The independence of the various CIS courses can be summarized
in categories also. Each course was established de novo in many es-
sential respects:

a) Faculty were recruited for the courses in several differ-
ent ways (as will be seen in the History of the CIS Under-
graduate Program).

b) Responsibility for the Program in the administrative
sense was rapidly decentralizad, moving from a central CIS
commi ttee to individual faculty on the ad hoc course faculty
teams.

c) A substantive continuity or progression across the

various problems treated by the courses was not contemplated.
("Majoring” in international studies, under the Center's aegis,
was rejected as an available option or goal.)

d) According to the Director of CIS, there was a conscious
effort to design each course so that it differed from the pre-
vious courses in order to test varying ways of organizing this
type of effort.

e) Feedback between courses, while present, was minimal.

Given these factors, the original expectation was that the
evaluation would focus on individual courses, in particular the fifth
and sixth courses in the Program; Peasants, Power, and Productivity
and Ethnicity, Race, and Communalism. These were the two CIS efforts
given during the time period covered by the grant from the Institute
for International Studies.

- 10 -




Once the decision had been made to concentrate on the indi-
vidual courses, the next step involved the definition of the evalua-
tion goals. The obvious strategy of selecting program or course goals
and measuring the attainment of either or both sets was not feasible
in this instance. By the time Peasants was being planned, the program
goals had been discarded because of problems that arose in the first
two courses. Also, goal setting (specifying in advance the expected
impacts of the course on students), while present to some degree was
not a primary activity of the faculty groups involved in the design
of Peasants and Ethnicity.

CIS, as an organization, essentially asked three questions:
a) Were these good courses?

b) What instructional procedures were or were not effective?
c) How could the courses be made better in fhe future?

A problem here was that "good", "effective", and "better" were never
satisfactorily defined. For example, a "good" course incorporated
coriplex criteria such as academic respectability and long-term cogni-
tive and affective impacts on both faculty and students, as well as
short-term cognitive and affective consequences for these groups.

CIS in collaboration with the Center for Improvement of Under-
graduate Education, defined six major problem areas of mutual interest
for evaluation. These were discussed in the project proposal "An
Evaluation of Undergraduate, Problem-Oriented Interdisciplinary Courses
in International Studies". Briefly, these were:

I. Course Description. What is occurring within each course?

II. Course Impacts. What impacts do these types of courses
have on faculty and students?

III. Unanticipated Outcomes. What unanticipated outcomes occur?

IV. Shared Objectives. To what extent are there common objec-
tives between the various courses?

V. Interdisciplinary Models. What models of interdisciplin-
arity are being used?

VI. Evaluation Guidelines. What guidelines for evaluation can
be suggested, both for interdisciplinary courses in general
and for CIS's future use at Cornell?

The exploratory nature of some of these areas, as revealed in
the literature, plus their range and complexity strongly suggested that
the evaluation should be descriptive, outcome-oriented, paying particular
attention to the interdisciplinary aspects of the Program and oriented

-1 -




toward the generation of guidelines for the evaluation of similar
courses either at other universities or at Cornell in the future.
Area IV was modified because of the limited evidence that there were
shared objectives between courses. Instead, there was an emphasis on
shared characteristics, structural features common to the courses, to
provide the data for comparative analysis.

Two further decisions were made to aid in the definition of
an evaluation strategy. First, a general evaluatior model was se-
lected and then the major aspects of the CIS courses were delineated.

There is a wide variety of evaluation approaches available
(Steele, 1973) but many of these are program-goal oriented and thus
were judged inappropriate. Of the remainder, the CIPP (Contert-Input-
Process-Productg approach developed by the Phi Delta Kappa National
Study Committee on Evaluiztion (1971) was chosen because CIS had indi-
cated that the various «ourses were envisaged primarily as opportuni-
ties to learn about different approaches to the teaching of problem-
oriented, interdisciplinary courses in International Studies. Since
one function of the courses was tc yenerate guidelines for the design
of future offerings, the emphasis of the CIPP moagel on information for
decision making was seen as directly relevant to this basic program
goal. Additionally, this model is probably the most completely devel-
oped evaluation approach available for an in-depth assessment of a
curriculum.

Basically, the CIPP model suggests that four major classes of
information are needed for decision making. Context information de-
fines the relevant environment with a particuTar emphasis on intellec-
tual assumptions and values, institutional factors, and premises about
students and teaching techniques. The Input to a course covers the
particular course design arrived at during the planning period. Pro-
cess assessment investigates the ways in which that initial design was
actually implemented. The course Products, both expected and unexpected,
are the impacts of the total course experience on students and faculty.
In this CIS evaluation project, data were collected in each of these
areas.

Within the evaluation, the most important use of the CIPP model
was that it sensitized the evaluation team to the importance of all four
classes of information and related sets of decisions whenever they con-
sidered different aspects of the courses. Additionally, this model was
an aid in relating aspects and considering course phenomena over time.
The only major problem encountered with CIPP was in the final, interpre-
tation stages of the evaluation. Structuring the evaluation findings
according to the Context-Input-Process-Product categories was not effer-
tive in communicating with the different audiences interested in this
evaluation. In a sense, it is an excellent data-retrieval or file model,
but the results do not readily provide an integrated, overall picture or
viewpoint. :

The collection of data was further structured by differentiat-
ing three major aspects of the CIS courses. On one hand there is & set
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of special characteristics. These courses were organized as problem-
oriented, team-taught, interdisciplinary offerings. Naturally these
three characteristics are interrelated but, for the purposes of the
evaluation, salient course activities were categorized as related to
either the organization of course content, to the interpersonal struc-
ture for team-teaching, or to the approach to interdisciplinary in-
quiry. These categories were particularly useful when faculty actions
and the impacts of the courses on the faculty were considered.

CIS courses are also in part adaptations of conventional,
introductory courses in the social sciences. Again, for the purposes
of analysis, instructional activities were grouped as lecture, reading,
discussion section, or grading system procedures. The use of films or
other additional techniques was placed in a separate, miscellaneous
category.

Finally, an important component of almost any course evalua-
tion concerns the generalized outcomes of a course, outcomes which
tend to reflect the students' and faculties' entire experience rather
than one component of that experience. This was treated as a separate
category of evaluation information. These are programmatic issues that
are dealt with in the last chapter of this report.

Before the evaluation strategy could be implemented, before it
could be used to define data collection procedures, the particular
opportunities and constraints present at the beginning of the evaluation
had to be considered.

First of all, in the Summer of 1972, an evaluation specialist
was hired to formulate the evaluation design and coordinate the project
as the Principal Investigator. The timing of the grant approval and
the subsequent hiring of this individual made it impossible for him to
be present during the planning of the Fall 1972 CIS course. His contract
began August 15; prior to that date, he was able to consult with CIUE
and CIS personnel only once. Thus many crucial evaluation design de-
cisions were made in the two week period prior to the start of "Peasants,
Power, and Productivity - Rural Development in the Third World". These
decisions reflected the particular pattern of opportunities and con-
straints that were operative at that time. Briefly these were:

Opportunities

Adequate resources for a range of evaluation procedures;
Considerable flexibility in the project proposal;

Excellent relationships between administrative personnel

in CIS and CIUE;

A strong commitment to evaluation by CIS as an organization;
The availability of some data on earlier (I3 courses;

The agreement with the Peasants course faculty that the
evaluator could be present at staff and course meetings as

a non-participant observer;

(= ]800 -N W N —
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7. The agreement with the Peasants course faculty that provi-
sion would be made for evaluation questionnaires at the
beginning, in the middle, and at the end of the semester;

8. A sufficiently large enrollment in the Peasants course to
allow a range of measures and analyses.

Constraints

1. The limited amount of planning time;

2. The perception of the Peasants course faculty that they had-
been inadequately consulted about the evaluation of their
work;

3. The limited commitment of the Peasants faculty to evaluation;

4. The requirement that the evaluation be minimally obtrusive
with regard to ongoing course activities;

5. Absence of evaluation personnel when many crucial course de-
sign decisions were made in the Summer and Fall.

Because of the limited design time and the constraints surround-
ing the Peasants course, it was decided that this course would be used
to develop a model evaluation approach which would then be applied to
the next course. Part of the reason for this strategy was that the
evaluators were more intimately involved in the planning processes for
the later course, and the Ethnicity course faculty were more receptive
to evaluation procedures and feedback from the evaluators.

Unfortunately, there was a marked drop in enrollment in the two
courses, from 76 to 26. With that small an enrollment, the evaluation
design was inappropriate, too complex for the job at hand. Under these
new conditions, the Center for International Studies made some addi-
tional resources available to the Center for Improvement of Undergrad-
uate Education, and the overall evaluation design was modified to in-
-clude all six courses in the Undergraduate Program.

‘he revised plan was to use the basic approach to data collection
developed in the Rural Development course in the last two courses,
Ethnicity, Race, and Communalism and The Concept of Europe. In addi-
tion, faculty and students from the earlier courses were to be contacted
on a follow-up basis, and similar follow-up information on the Peasants
and Ethnicity students would be collected. This change added one year
to the length of the project but it had the advantage of providing an
overview of the entire Undergraduate Program rather than the originally
intended, more comprehensive analysis of two courses.

Data Collection Procedure. The concept of "multiple operationalism",
central to the work of Webb and his colleagues (1966) guided the data
collection procedures. Such procedures were de:igned to provide inde-
pendent views of the same set of events, the six courses. Each proce-
dure is less than ideal in that it is subject to factors which threaten
reliability and validity. By providing a range of independent and differ-
ent measures, however, these limitations tend to cancel each other and
the emphasis of data interpretation shifts to delineating similar pat-
terns demonstrated by different types of measures. It is assumed that
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to measure complex situations there is a need for “"... multiple mea-
sures which are hypothesized to share in the theoretically relevant
components but have different patterns of irrelevant components."!

Standardized evaluation procedures for-this type of interdisci-
plinary curriculum were not available and the research was designed to
yield first answers to the Center for International Studies. A wholly
different research program would have been involved, if the primary
purpose had been the development of measurement instruments for general
use.

In this study six different data collection procedures were used:

1) Course questionnaires for student ratings of the courses;
2) Course and program documents;

3) Grading data:

4) Post- and Follow-up interviews with faculty;

5) Observation of course activities;

6) Student Follow-up questionnaires.

These represent quite different procedures. Even in the case of
the course and follow-up questionnaires, the way in which these forms
were administered diverged. Each procedure is discussed in some de-
tail below, along with an indication of its particular limitations and
benefits.

Course and Program Documents. The Center for International Studies and
each of the courses have generated different types of public and private
documents. These were a rich source of data, particularly with respect
to program and course decisions. They also illuminated the context(s)
for each course as well as for the total Program.

Course documents on the last three courses were obtained as they
were generated during the semester each course was offered. These were
supplemented by related documents in the CIS files.

Two different sets of Program documents were collected because of
the change in the evaluation design. At the beginning of the evalua-
tion, the Principal Investigator reviewed the major Program documents
as part of his orientation to the task of evaluating Peasants and Ethni-
city.

When the overall design was changed to include the six courses,
it became important to analyze in greater depth the earlier documents
in order to understand fully the context of the total program. Allison
Brown, an Intellectual Historian, was engaged to undertake this apprai-
sal. Her task was to produce an institutional history of Cornell's
Center for International Studies Undergraduate Program from its founda-
tion through the present, together with collated documentation. Rather
than simply establishing an accurate chronology of events, the aim of
this history was to establish the life history of CIS, a significant
administrative, research, and teaching institution at Cornell.
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The term “life" history was chosen because institutions, like
human beings, develop their own peculiar stiructure and perscnality
in the process of interacting with a host of particular realities --
people, existing social, economic, and political conditions, and in
the very presence of other institutions. One of the major require-
ments for achieving the objective of a general history of CIS is that
of arriving at an adequate understanding of the institutional milieu
into which it was born, and in the midst of which it has grown and
developed.

A prerequisite for such an understanding is the development of
an awareness of and sensitivity for the institutional structure of
Cornell on the departmental and university-wide administrative levels
as well as an awareness of the way in which centers like CIS have come
to fit into this structural framework. But behind and within insti-
tutions, as this history attempts to show, are people. This institu-
tional history tries to unravel the intentions, primary motivations,
and major considerations of those people who were active in creating
and shaping CIS from its birth through the present day.

In seeking to answer the question of why there has been a rede-
finition of the fundamental philosophical assumptions and goals of
CIS, of its very roles and functions over a period of thirteen years,
a body of documents relating to the Center was collected and collated.
These include CIS Fkecutive Committee meeting minutes, correspondence,
proposals to and from the Ford Foundation for supporting grants, in-
ternal memoranda and correspondence of CIS, and correspondence between
CIS and the Cornell University Administration. Where appropriate,
interviews with those persons who either generated these documents or
who were active in the discussions that shaped the ideas these papers
reflect were used to clarify and supplement documentary materials.
These included interviews with former and present CIS Directors, former
and present Cornell University Presidents, and those faculty central
to the foundation and development of the Center.

Two products were expected to accrue from this project: 1) an
historical-contextual account of the institutional and intellectual
environment in which CIS's Undergraduate Interdisciplinary Program ori-
ginated and developed; 2) the documentation collected and collated in
the writing of these histories. These documents provided understand-
ing of why particular events occurred and how CIS developed its current
form.

Ms. Brown's report became a primary source document for the other
members of the evaluation team as they interpreted the results. It
was supplemented by a compilation of program goal statements compiled
from the CIS documents by Caroline Bunton of CIUE. Chapter II on the
Background of the Program condenses the history and goal consideirations.

Observation. To assess the courses as complex entities occurring over
time, observational techniques were used. The Principal Investigator
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played a range of observer/participant roles with respect to certain
course activities during each semester for the last three courses in
the series. No one played a similar role in the first three courses,
which preceded the evaluation effort. For the Peasants course he was
a non-participant observer in lectures and in a sample of the dis-
cussion sections; in the weekly staff meetings he observed and parti-
cipated. In Ethnicity, the Principal Investigator's participation in
staff meetings was somewhat enlarged; he had an active role in the
Planning meetings for the course. In lectures he again was a non-
participant observer. The discussion sections were video-taped and
also observed through a one way mirror, with prior faculty and student
permission. For the Europe course, the Principal Investigator was
largely a non-participant observer for all course activities. These
roles are described in somewhat more detail below.

Lectures. The Principal Investigator attempted to attend all
lecture sessions. During the lectures he noted the following:

On-time student attendence;

Attendence at 20 minutes past the hour;

Content and number of student questions;

Content and number of facuity comments;

Major topics covered by the lecture, and digressions;
Films and other techniques used;

When students began leaving the lecture;

When the lecture ended.

This information was supplemented by notes on the lecturer's style,
apparent student interest in what was said, and any unusual events that
occurred. For Ethnicity and Peasants, the degree of correspondence
between decisions made during weekly staff meetings and the lecture con-
tent was also noted.

Discussion Sections. In the Peasants course, the Principal In-
vestigator attempted to attend a randomly selected sample of sessions
each week. Here also he was a non-participant observer and made notes
on:

On-time student attendence;

Attendence at 20 minutes past the hour;

Content and number of student-faculty and student-student
interactions;

Content and number of section leader responses to questions
and mini-lectures on specific topics;

Films and other techniques used;

Attendence at end of session.

The basic question of interest here was who talked to whom about what.

For this information a simple rating scale which treated each contribu-
tion as a unit was used to rate student and faculty participation.
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A more sophisticated system was used for the Ethnicity course.
A11 sections met in a room with a one way mirror and a randomly se-
lected set of 30 minute time samples were observed and (for all but
one sectoon) videotaped. Thes2 tapes were rated by students from
outside the class who were trained to use a discussion section inter-
action assessment system developed at CIUE, (a variant of the Flanders
interaction scheme). Both quantitative and qualitative aspects of
student and faculty interactions were assessed and the same data as
in Peasants was collected. Actually, given the low enrollment in
the course, this was an overuse of available technology. The system,
hg?ever, had been developed before the enrollment figures were avail-
able.

The Concept of Europe had infrequent, ad hoc discussion sections
and these were attended periodically by the principal investigator.
The same kind of information was collected in these sessions as was
collected in the Peasants discussion sections.

Staff Meetings. The principal investigator attempted to attend
all staff meetings 1n the Peasants and Ethnicity courses. For Europe,
meetings were called only occasionally and were not announced in ad-
vance so that attendance was impossible. In the sessions attended,
he acted as an observer and partial participant. As an observer, he
collected much the same data that was collected from the discussion
sections. The emphasis, however, was on the observation of faculty
participation in course decision-making and in the discussion of forth-
coming lecturss.

The investigator attempted to restrict his participation to the
answering of direct questions and rarely volunteered information on
topics related to Educational Psychology. In particular, he provided
input to the design of the grading systems in both Peasants and Ethni-
city. The evaluator's notes indicate that at various sessions, usually
attended by five or six faculty members, his participation ranged from
0% to 5% of the contributions.

Planning Meetings. The planning for Peasants took place before
the evaluation began. In the Ethnicity course, the principal investi-
gator did attend all planning sessions. Again, he acted as an observer
and partial participant. As a participant, he served the same role as
was noted in the discussion of the staff meetings but in addition he
provided evaluation information from the Peasants course which was ap-
propriate to the planning for Ethnicity. his feedback role continued
into the staff meetings for this course. Like the pattern of infrequent
staff meetings for the Europe course, the planning sessions were in-
frequent and unarnounced. The principal investigator, therefore, played
no role.

The major advantage of these observation activities was that they
provided week-by-week information about the last three courses in the
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Undergraduate Program. This information then was quite useful in
highlighting the data gathered from the course and follow-up student
questionnaires and from the faculty interviews.

Student Questionnaires. The most detailed information on the impacts
or perceptions of components of a course came from ratings on speci-
fically designed student questionnaires. These were designed to

assess both specific and general aspects of the courses during the
semester that these courses were offered. For the last three courses,
questionnaires were administered at the beginning (pre-), middle (mid-),
and end (post-), of each semester.

Design. It is necessary to consider the first three and the last
three courses separately. For the first three courses (Integration,
Domination, and Peace), the post-forms were designed without considera-
tion for the evaluation, but in each case the items were selected after
consultation with personnel from the Center for Improvement of Under-
graduate Education. The post-form for Integration was a ten question
course rating-form developed by students to rate Cornell courses and
provide information to aid other students in selecting courses. These
are course-as-a-whole items, and they are reproduced in Appendix A, 1.

For Domination, the faculty modified an earlier version of the
Cornell Inventory for Student Appraisal of Teaching and Courses -- a
general course-rating form developed at CIUE. The major modifications
were that the sections on teaching and discussion sections were filled
out separately for each lecturer and section leader. A much shorter
form, consisting of six course-as-a-whole items and one item on the
assigned papers, was used in the Peace course and again these items
were drawn from the Cornell Inventory. (Appendix A, 5.)

Thus there are wide differences in the amounts and types of informa-
tion available on the initial three courses. Appendix A, 1, Table 10 shows
there are also some questions about how representative the results are
since only part of the course was sampled in Integration and sample
sizes are not available for Domination, and Peace. Or the other hand,
the items were standardized and do allow some comparison with Cornell
norms.

After the formal evaluation began, a more thorough design process
was initiated. First, the function of each form was delineated. Then
items were selected and a rough questionnaire developed. Course fa-
culty input on each questionnaire was solicited and incorporated in
the final form.

Each of these questionnaires designed for the courses was seen as
having somewhat different functions within the evaluation. The pre-
form, given at the beginning of the semester, was to:

1) Introduce students to the fact that the course would be

evaluated and that they would be asked to fill out a number of
forms ;
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2) Obtain initial information on the student's

General academic background;
Background related to the course content;
Expectations about

Specific aspects of the course;

The course as a whole;
Suggestions about organization of course activities;
Attitudes related to the course content.

The last, attitude function, was used for Ethnicity and Europe only.

Feedback to the faculty was the major function of the mid-form
which was administered around the time of the midterm examination. In
particular, this questionnaire was to:

Obtain student ratings of
Specific course components;
The total course;
Readings completed and lectures and sections attended;
Obtain information on how students thought the course objec-
tives were being met for them;
Solicit suggestions on how the course could be modified to
make it more useful to the students.

This was a brief, one page form which was designed to be filled out
quickly. On the forms for the last two courses, students were asked
to list by title the most and least useful books and lectures as well
as to rate the readings and lectures as a whole. This was an attempt
to obtain more detailed information for feedback purposes.

Finally, the post-form was designed to obtain a wide range of
summary information on the course. Its function was to:

Obtain student ratings of selected aspects of
the readings;
the lectures;
the discussion sections;
the examination procedures;
the course as a whole;
Obtain information on how students thought the course goals
had been met for them;
Solicit suggestions on how the course could be modified to
make it more useful to students.

Basically the post-form was an expanded version of the midsemester form.

Administration of Questionnaires. The forms developed for the Peasants
course were the models used for later courses, but as Appendix B shows,
there were differences in the pre-, mid-, and post-forms for the three
courses, differences resulting from problems identified with spectfic
items and from comments of the course faculties.
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In each course, the faculty were asked about the information
that would be most useful to them and they were also given an oppor-
tunity to comment on the drafts of the forms. Most of their comments
concerned ambiguities they perceived in certain items and, on occa-
sion, they requested that items be ad+ed or deleted. Whenever pos-
sible, these requests were heeded. Faculty input was particularly
useful when it concerned the content related areas of the pre-form
and the course related attitude items on the mid- and post-form.

After the final forms were designed, they were administered to
the students. On occasion, administration was a problem because the
course faculty were reluctant to release course time for this purpose.
One result, particularly in the Peasants course, was that some stu-
dents did not fill out some of the forms (See Table 1 ). A second
consequence was that the forms were filled out under different circum-
stances in the different courses. Some were filled out in the dis-
cussion sections, some away from class -- some to be handed in during
class and some to be mailed to CIUE. These difficulties were unavoid-
able, given the faculty desire to reserve class time for instructional
use, but they greatly complicated the interpretation of the results
when these are compared across courses.

The administration experiences within this evaluation suggest
that the optimal procedure is that all forms be filled out in class.
If this is not possible, the pre-form may be administered during the
first discussion section and can then be used to structure discussion
about the course. Similarly, the mid-form should be completed in the
discussion sections. The post-form can be given to students at the
last lecture session and returned either at the last section meeting
or when the final examination is administered. A contingency such as
no final grade unless the post-form is returned may be necessary, but,
if used, the students must be informed that completing the question-
naires is a course requirement. Mail returns, even if coupled with
telephone inquiries to those not responding within a specified time
period, were not effective.

For Peasants and Ethnicity, one additional use was made of the
post-form. The faculty were asked to answer these items in terms of
what an acceptable student response would be. This is not simply a
prediction of student ratings; rather it asks the faculty to define
what level of outcome is acceptable in terms of the time and effort
expended during the semester. These results provide an additional
index of faculty expectations despite the fact that some individuals
had difficulty in following the directions and either attempted to
predict student ratings or to outline optimal outcomes.



Table 1. Samples on Course Forms

Student Form 110 209 210 211 212 135
Pre- - -- - 62 25 22

Mid- -- -- ~- 38 25 17

Post- 21 ? ? 69 23 5

14 18 17 15 8 -

Number receiving
Grades 68 76 148 77 26 17

Grading Data. A1l six courses generated a summary letter grade for
students but the procedures for obtaining that grade varied greatly.
For the first three courses this information was of little use to the
evaluators, but for Peasants and Ethnicity, examination performance
was the main measure of academic performance. I, these two courses
particular attention was paid to the design and grading of the examina-
tions so as to increase the reliability and validity of these indices.

Faculty Interviews. Interviews with the faculty were intended to serve
two purposes: 1) to make possible the comparison of faculty impressions

of the courses with student views and the perceptions of the evaluation
team; 2) to determine the impact of team-teaching on the faculty. These
interviews were conducted after each of the last three courses. In addi-
tion, all the available faculty associated with the earlier CIS courses or
connected with the genesis of the Undergraduate Program were inte“viewed.

The list of “possible" topics to be covered in the interviews in
Appendix A, 6, saows how the Context-Input-Process-Product model was
adapted to serve the evaluation. Ir come cases the interviews were taped.

Table 2 shows the number of faculty interviewed as well as the
total number who taught in each course.

Table 2. Faculty Interviews

110 209 210 211 212 135

Total 4 5 5 5 5 3
Number
Interviewed 1_ 4 4 5 5 0

During the interview process it became clear that this procedure
had a number of limitations. While it was quite effective in soliciting
descriptions of the conventional instructional techniques and attitudes
toward these, when the interviewer tried to get information on the inter-
disciplinary, team-teaching and content related impacts of the course,
difficulty arose. Some of those interviewed were defensive and reluc-
tant to talk about such things as interpersonal relationships among the
faculty. Perhaps also faculty a-e not used to thinking in terms of
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how a course may affect not only students but themselves and thus
they were poor informants about how their teaching styles might

have changed as a result of their experiences in a CIS course or
how they had incorporated new, interdisciplinary learning into their
professional work. These effects may take some time to come about
but the interviews with the faculty from Peasants and Ethnicity

took place soon after the courses ended.

Follow-up Questionnaire. The specific items for the Follow-up
Questionnaire were chosen by the evaluation team. Some were drawn
directly from the Cornell Inventory for Student Appraisal of Teaching
and Courses. On both forms the definitions of the end points are
identical but the questionnaires were assigned a seven point scale
rather than a five point one. There are some methodological advantages

to a seven point scale, particularly when analysis of variance proce-
dures are contemplated.

The majority of items were designed to reflect specific aspects
the courses, such as how (in the student's view) certain activities
were integrated in the course, how course content was organized, what
disciplines were stressed, whether the course resembled other courses
at Cornell, and whether it had succeeded in aiding the student to learn
about the “problem". Efforts to frame items dealing with team teaching
and interdisciplinary synthesis were unsuccessful, so these areas were
tapped by using open-ended questions.

At the end of the Follow-up Questionnaire, a section was added
to give students an opportunity to suggest how content organization,
lectures, discussion sections, readings and grading aspects of the course
might be redesigned if the same course were offered again.

The questionnaire underwent a number of revisions and reflects
the combined efforts of the three members of the evaluation team. The
final version is reproduced in Appendix A, 2, showing the item means for
each course.

Students who had taken a course in interviewing were hired to
contact ten CIS students each and personally give them the follow-up
questionnaire and go over it with them. The purpose of the student
interviewers was not only to obtain interview data but &1so to assure
that the forms would be completed. There were two major problems with
this system. First, the length of time between the time when students
had finished the courses and the time when they filled out the forms.
For students in Integration, this was a matter of two years; for those
in Peasants and Ethnicity it was only one semester. Second, the sample
does not represent the total population of the courses. Students who
had left Cornell or could not be located did not fill ou* the form.

There are two distinct groups of students in the sample -- those
who took only one CIS course and those who enrolled in more than one.
The latter group was considered especially valuable since they had a
different basis for assessing CIS courses. All the repeaters who could
be located filled out separate Follow-up Questionnaires for each course
they had taken. Then the proportion of repeaters in the original
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population was computed and a commensurate number of repeater ques-
tionnaires for each course was randomly selected and merged with

the questionnaires of non-repeaters. No repeater contributed more
than one form to the combined sample which was used to generate item
means on the Follow-up Questionnaire and for the course-by-group means
(repeater/non-repeater) analysis of variance of clusters of items on
the Follow-up form.

No claim is made that the ratings of the combined sample are an
exact reflection of the ratings of the original course population.
Table 3 shows some of the similarities and differences. The sample is
equivalent, in terms of final grades, but represents a smaller propor-
tion of Arts and Sciences students and a larger ratic of females.

Table 3. Comparison between the Original Course Population
and the Follow-up Sample

110 209 210 21 212 135
Grade Averages

Original Population 10.0 9.6 8.8 8.9 9.6
Proportional Sample 9.2 9.5 9.2 9.1 9.3

Percentage Arts & Sciences Students

Original Population 65 54 56 71 54
Proportional Sample 75 43 45 64 62

Size
Original Population 68 76 148 77 26 -
Proportional Sample 12 21 19 13 8 -

Summary. The choice of data collection methods was influenced by con-
straints and opportunities existing at the beginning of the evaluation
and they continued to be flexible, depending on the peculiarities of
each course. Time pressures, the necessity for a descriptive evalua-
tion, the absence of precise, predetermined goals, and the complexity
and fluidity of this particular evaluation situation all suggested that
data collection proceaures should obtain contrasting or complementary
pictures of the CIS Undergraduate Program. Under these conditions, no
single source of data could withstand a challenge to its exactness but
common features appearing in different types of data suggest the cru-
cial, most-likely-to-be-valid information.

It is impossible to estimate how precisely the reality of the
CIS Undergraduate Program is reflected in the data, but the frequency
with which different viewpoints coincided is impressive. The students,
faculty, and evaluator often saw events in the same way and when one
set of viewpoints differed from the others, the difference was fre-
quently explainable in terms of a particular viewer's needs. For ex-
ample, the views of the students and the principal investigator con-
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flicts during lecture sessions diverged markedly from the faculty
opinion on that subject.

Thus the data reveal six courses and their components, viewed
from a variety of perspectives. Included are observations of a
trained evaluator-and video-taped records, student ratings of the
courses, reports of faculty interviews, and the public and private
documents generated by each course and by the program. Grouped to-
gether, these disparate voices were heard and interpreted in such a
way as to bring forth meaningful generalizations and suggestions for
future courses.

Analysis and Interpretation. After the evaluation design was changed
to include all six courses, the volume and complexity of the data be-
came awesome. The situation was further complicated by the fact that
the members of the evaluation team brought very different perspectives
to the work. Eventually a systematic procedure was developed whereby
data analysis and interpretation were separated. Analysis, the group-
ing and preliminary identification of results in each course were the
task of the principal investigator. The two other members of the team
then examined the materials to formulate generalizations. These for-
mulae were then tested against the original data and corroborated by
gdditional data elements inferred (by way of the generalizations) to

e related.

Psychemetric problems with data sources and limited sample size
severely limited the potential utility of statistical analytic tools.
It was decided to treat the different sources of data as differing
pictures of the same set of events. Thus the primary analytic proce-
dure was to group all data about one aspect of a given course and then
summarize the major patterns appearing in this subset of data.

For each course, all the data were combined into a set of course
aspect files, each of which became the basis for a brief report linking
context, input, process, and product data into a set of patterns which
appeared across different types of data. For example, the rating of
an aspect would be linked to the apparent faculty goal for that aspect
to earlier ratings, and to the in-class observations of how that course
component was implemented and finally to the follow-up ratings. These
aspect reports were then combined in a summary report on each of the
Six courses.

Meanwhile, two members of the evaluation team were developing a
general model for the design and operation of interdisciplinary, problem-
oriented, team-taught courses in International Studies, based upon their
knowledge of instructional techniques and on the analysis of the CIS
Undergraduate Program's history and goals. The intent was to build a
combined inductive/deductive pyramid: while Stephen Brock and David
Macklin were elaborating sets of basic principles into a structure,
Whiton Paine was assembling and analyzing raw data accruing from the
CIS courses. When both tasks were completed, the two parts of the pyra-
mid were joined -- the data reanalyzed in terms of the model, the mode!
modified in terms of the data. In this way, the different analytic and
synthetic skills of the members of the evaluation team were put to use.
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Background

Part I. A History of the CIS
Undergraduate Interdisciplinary Program

The CIS Undergraduate Program was very much a creature of its
environment -- that many-layered context in which all levels are not
equally salient; nevertheless, each level has played a role in the
formation and evolution of the program. There are three major en-
vironmental spheres: 1) the Center for International Studies; 2) Cor-
nell University; 3) the world outside Corell. Each of these spheres
includes a number of layers or levels. A host of interactions exist
between the component elements of these spheres, creating a maze of
linkages and interactions. A brief listing of these levels and their
lines of interaction will highlight the complexity of the Undergradu-
ate Program's context:

1) the structure of internal CIS relations: between the Cen-
ter's administration, committees, and programs, and the area
programs.

2) relations and interactions between CIS as a total organi-
zation and other components of Cornell's institutional struc-
ture. Within this category are the subcategories:

a) interactions between CIS's administration and the
University-wide administration:

b) interactions between the CIS administration and the
departments in all colleges and divisions at Cornell;

c) interactions between individual CIS elements and com-
ponent elements in Cornell's institutional structure. For
example, between a CIS program and the University-wide ad-
ministration; between a CIS program and a department;

d) relations with individual facu]fy and students within
the institutional structure of the University; interact-
jons between departments and University-wide administra-
tion.

3) how CIS relates to a changing national and international
sphere. For example, interactions between CIS and foundations,
the state government, the federal government, other centers or
institutes of international studies, and private individuals.

4) interactions between the CIS administration, Cornell's ad-

ministration, and fund-granting institutions 1ike the Ford
Foundation.
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It is in this highly complex context of spheres and levels of
interacting environments that the CIS Undergraduate Program was de-
veloped and situated. It shall fall to the remainder of this history
to illustrate the fundamental methodological assumption which has
thus far informed this program: this context has shaped the inputs --
the basic assumptions, goals, and objectives -- of the Undergraduate
Program. That is, the goals grew out of the context; and changing in-
puts can only be comprehended within the framework of an understanding
of a changing context.

Some External Factors

The Center for International Studies (CIS) was created by
Faculty Council resolution in May 1961 primarily in response to two
concerns: a strong faculty interest 1n promoting and better coordinat-
ing international studies at Cornell!, and a realization on the part
of these individuals that in order to take advantage of the growing
interest by foundations in furthering the growth of international
studies at American universities, Cornell would have to establish a
strong administrative apparatus to assure these fund-granting insti-
tutions of the University's ability to use financial support effec-
tively and efficiently2.

The above concerns developed, in large measure, in response to
a particular national milieu -- an environment to which Cornell faculty
and administrators, and foundation people, were responding in common.
It was an environment in which the United States -- in a variety of
sectors including the federal government, institutions of higher learn-
ing, private foundations, and private enterprise -- was turning in the
early sixties, with greater ingerest and deepened understanding toward
the world beyond U.S. borders.

In its early years, 1961-64, CIS initially functioned as a con-
duit for available external resources into international studies ac-
tivities at Comell. Its function during this period remained largely
one of a holding company for funds allocated to existing, well-developed
area programs4 such as the Southeast Asia Program. These programs had
been created in the late fifties and early sixties in response to spe-
cific government interests regarding various regions of the world and
had attracted substantial external funding. In the middle sixties,
however, the Center for Intermational Studies began to develop an aca-
demic program of its own through a limited set of graduate course
offerings and faculty seminars, and a program of visiting professor-
ships. Serious interest in, and decisive steps toward, establishing
an undergraduate program of course offerings in international studies
as a necessary and proper part of the effort did not occur until the
late sixties.

After World War II, a consequence of the changing perceptions
of the United States' role in the world® was the generation of a
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strong interest in developing international studies at American in-
stitutions of higher education. International studies thus assumed
a new place in the curricula of American colleges and universities;
but it remained, until the late sixties, almost exclusively re-
stricted to the faculty and graduate levels. As a response to their
gradually changing perceptions of what the well-educated undergradu-
ate would need to know to both understand and deal intelligently with
the world he lived in, both university educators and foundations
supporting international studies programs began to feel the need for
strengthening undergraduate education as well. International studies
thus came to be viewed as an integral component of an undergraduate
curriculum by both the Carnegie and Ford Foundations®. These fac-
tors were among the primary stimulants for the view at Cornell that
the development of a strong program in international studies was de-
sirable and necessary. The development of such a program occurred

in the early sixties.

In its 1965-67 negotiations for renewal of Ford Foundation
general support for international studies at Cornell, Ford stressed
its interest in the development of comparative, problem-oriented
programs in international studies as well as its desire to see
courses in this area incorporated into the undergraduate curriculum
of American universities/. Cornell responded to these stimuli in
its 1968 proposal to Ford for a second five-year grant with a com-
mitment to embark on innovative directions in both research and
teaching in international studies including the establishment of a
program of undergraduate courses.

But motivation for the development of undergraduate courses in
international studies was not derived solely, nor primarily, from
concern for the acquisition of funding support. At CIS and through-
out Cornell there existed a genuine commitment to the belief that
international studies was an integral and important component of a
.Jel1-rounded liberal arts undergraduate education.

The preceding analysis helps to account for the way in which
CIS came to view the establishment of an undergraduate program in
international studies as a hecessary role for the Center to play.
As memoranda from CIS faculty in the period 1965-1969 indicate, this
action was also viewed as a proper role for the Center to exercise®.
At Cornell, prior to the late '60s, Centers had been enjoined from
offering courses. This activity was strictly within the province
of departmental prerogatives. A basic change in the possibilities
of center sponsorship of courses occurred, and -- as shown above --
CIS was interested in capitalizing on the opportunity. However, this
view was not accepted by certain components of Cornell in the late
sixties*. There were those at Cornell who questioned the general

* Reference is made here to those representing the departmental,
discipline orientation, as well as those with vested interests in
already existing international studies programs, e.g. the area studies
people.
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| right of a center to offer undergraduate courses, and even questioned
the legitimacy of centers to exist at all. These sentiments continue
to be expressed at the present time.9

Background of the Program within the Center. The original Undergraduate
Program was conceived by the CIS Undergraduate Program Planning
Committee as an experimental four-semester sequence of interdisciplin-
ary, problem-focused courses in international studies which would serve
as an integrated, interdisciplinary introduction to both topical issges
in intemational studies and to the specific social sciences as well 0,
In order to understand why the initial conception and structure of the
program took this particular form, it is necessary to dwell for a mo-
ment upon the circumstances surrounding its creation.

The Ashford Evaluation of CIS. In July 1968, the Executive Committee
of CIS authorized the creation of a committee to evaluate CIS' acti-
vities and make recommendations for the Center's future. This deci-
sion was undertaken with the realization that CIS itself was now in a
transitional phase. In its first seven years of existence, CIS had
become established as both an administrator for and coordinator of
international studies activities at Cornell. The termination of the
1968 five-year grant from Ford would mean the end of unrestricted
support for the Center. Hence, a clear delineation of directions for
future development was required.

A number of recommendations grew out of the Ashford Evaluation,
as it came to be called (after Douglas Ashford, then Director of CIS).
One of the report's recommendations was the creation of an undergradu-
ate interdisciplinary program in international studies.

In the fall of 1969, Professor Milton Esman, Ashford's suc-
cessor as Director, came to CIS after having carefully reviewed the
Ashford Evaluation. In strong agreement with the substance of this
reportll, he also believed CIS should develop a more substantive aca-
demic role and could do so through the creation of comparative, multi-
disciplinary programs and course offerings.12 He initiated deveiop-
ments in these directions with the creation of problem-focused, multi-
and inter-disciplinary research programs and faculty (e.g. Peace
Studies, Rural Development), and with the establishment of a committee
in September 1969 to plan an undergraduate program. 13

In 1968, then, CIS sought to emerge on the Cornell campus as
a research, teaching, and training facility in international studies
which would have significant intellectual resources of its own. This
goal was met in part in 1968 when the CIS Executive Committee approved
a new set of guidelines for the Center. Included in these guidelines
under "academic functions", was the right of the Center "to make
joint appointments with academic departments and... offer courses of
instruction jointly with them". In addition, the Executive Committee
recommended that CIS "offer courses under its direct sponsorship for
whatever portion of a jointly appointed faculty member's time may be
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acceptable to the department chairman and the Center. Such courses
will be approved by the Center and the appropriate school or college,"]4
Through these new roles, CIS sought to meet faculty, graduate, and
undergraduate needs and interests which were not fulfilled by the
existing disciplinary-focused departments.

The Role of the Departments. In the initial planning stages of the
Pro?gam. CIS' Planning Committee sought to involve department chair-
men!2. Throughout this period, CIS staff met regularly with the Dean
of the College of Arts and Sciences (this college in particular be-
cause the majority of anticipated joint appointments would be between
CIS and Arts departments) and his representative in an effort to keep
the Dean abreast of the Program's development as well as to coordi-
nate with his office's efforts in securing departmental approval for
the undergraduate teaching venture. At Cornell, undergraduate teach-
ing traditionally has been the sole province of the departments.

An August 1970 letter written by a member of the Planning
-Committee who had worked vigorously to create a dialogue between this
Commi ttee and departmental chairmen points to a fundamental skepti-
cism on the part of the departments toward the program and their va-
cil]ation when it came to supporting steps that would get it under
way!6. Departments were unwilling to have their exclusive preroga-
tives infringed upon; the very concept of a "discipline" and the
sanctity of education along disciplinary lines was at stake. The
letter concludes that after many long months of meetings with depart-
ment chairmen or departmental representatives, "we were hack where we
had started. The problem: how to create a more flexible structure
within the university for experimenting with educational innovations"
-- specifically, courses with interdisciplinary content, which are
not departmentally based.

In addition to departmental opposition to the Program on in-
tellectual grounds -- the feeling that these courses would lack a
firm disciplinary base and therefore not be academically rigorous
(a major issue in the debate over disciplinary versus interdisciplin-
ary education) -- departmental apprehension over, and hostility
toward, this educational innovation was fueled by funding considera-
tions. From the late sixties on, institutions of higher education
were plagued by the erosion of funding. It is in the context of this
funding crisis that CIS' Undergraduate Program must be understood.
Departments felt threatened financially by CIS' venturing into the
course-offering business. This made for increased competition for
students; and, as departments viewed it, the more students the Center
attracted to its courses, the smaller would be the funds that would
be allotted to the departmental budgets}?’

The tailoring of a system of academic rewards along department-
al lines -- for example, the system of tenure, centered as it is/was
around affiliation with a disciplinary-organized department - has
also made it difficult for interdisciplinary courses to be staffed.
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Faculty are rewarded when they produce in their capacities as disci-
plinarians: rqéearch and teaching as economists, historians, or an-
thropologists '°.

Faculty and Student Inputs. This discussion of the circumstances
that led to the development of CIS Undergraduate Program would not
be complete without mentioning one additional, yet crucial factor:
the presence of a group of faculty and graduate students who had
definite ideas about innovative directions in which undergraduate
education should move to ignite student interest in international
studies in particular and learning in general. This group of very
highly motivated young professors and advanced graduate students was
active in planning the Undergraduate Program, and they were largely
responsible for the program's initial conception and structure.

In large measure, this group viewed the creation of the program
in international studies as an experiment in a new form of undergradu-
ate education -- one where a student's genuine interest in a “topic"
would motivate learning; and one where an interdisciplinary, problem-
focused method of inquiry would introduce the undergraduate to the
social sciences. A few excerpts from the program's early proposals
will serve to illustrate the thinking of the Planning Committee:

"...one of the assumptions upon which this proposal is
based is that there is a direct relationship between a stu-
dent's underlying interest in an iiaue or idea and the amount
of value he derives from a course"

The proposal then goes on to discuss how each traditional discipline
constructs a rigid conceptual framework to define problems and cre-
ates a particular methodology to apply in solving these problems.

The student becomes "confused" by being exposed to a large number of
introductory courses with different methodologies in the various
disciplines. But a program which “captures and sustains" a student's
interest, the proposal continues

“... in a topic both challenging and relevant while at
the same time offering the student a realistic and working
knowledge of the ways in which various disciplines should
or could approach the togic, offers numerous advantages both
to students and faculty"<0

A final drafting of the program proposal further reveals the funda-
mental commitment of the Planning Committee itself to interdisciplin-
arity:

“...By approaching these topics simultaneously through
several disciplines, students could achieve a genuine appre-
ciation for the optimal way of attacking various issues and
a feeling for the limitations of each approach".
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Design and Evolution of the Undergraduate Program

As originally conceived, the Undergraduate Program was a four
semester integrated curriculum for freshmen and a few sophomores.
Each course would have an interdisciplinary and disciplinary compo-
nent (a seminar) and the $tudents would experience both the inter-
disciplinary aspect and a different disciplinary emphasis each se-
mester. It was hoped that the curriculum would be both the equiva-
lent of four standard introductory offerings in different social
science disciplines and an introduction to how these disciplines
were interrelated in the consideration of four different problems in
international studies.

One of the underlying assumptions guiding this four-semester
design was the belief that the existing departmentalized, discigline-
oriented mode of undergraduate education was not fully adequate,‘

In being introduced to the social sciences through a program of ccurses
which coordinated the disciplines, the student, it was hoped, would

“_ ..become familiar with the concepts and methodologies of
a number of disciplines, and acquire a broad perspective on
their roles and interactions in approaching a variety of pro-
blems, before he has to devote most of his time to a single
major area of concentration... it is hoped that the Program
will help students avoid the preconceived notions and disci-
plinary blinders so often seen in the present system."Z¢

The orientation of the Undergraduate Program toward underclass-
men was a highly conscious one; it was a necessary correlate to the
goal of giving students an interdisciplinary experience before they
were trained to see knowledge and techniques of gntellectual inquiry
as compartmentalized into discrete discipHnes.2

A second fundamental assumption underpinning the Undergraduate
Program was the conviction that an understanding of international pro-
blems 535 a necessary component of a successful education in today's
world. Coupled with this belief was a firmly held conviction that
the way to an understanding and solution of international problems was
through an interdisciplinary approach, given“the fact that social, po-
litical, economic, and cultural components of real-wcrld groblems are
highly interrelated and must be combined in analysis..."2% A key goal
of the program was to inculcate a sense of "the disciplines' depen-
dence on each other in the face of complex issues or piroblems.'?

In each of the program's four semesters, the larger, once-weekly inter-
disciplin;ry session of the courses would enable "disciplinary inte-
gration"2 .

Before leaving this brief history of the context of the CIS
Undergraduate Program, it is important to summarize the most important
design decisions that were made by the committee that established this
innovation. First, the courses were to be taught by teams of faculty
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whose primary allegiances were to specific disciplines. Secondly,
each course was to concentrate on an introduction to a specific
problem in International Studies. Third, there was to be separate
disciplinary and interdisciplinary components. Fourth, implicit

in these three decisions was another -- that the normal teaching
technologies of introductory courses in the social sciences would
be stressed in the CIS offerings. This included lectures, reading
lists, discussion sections, and exams, and excluded the development
of such innovations as modules, games and simulations, or computer
assisted instruction. One basic intent of the Undergraduate Program
was to test the limitations of conventional introductory course
teaching techniques in an unconventional, team-taught, problem-
oriented, interdisciplinary teaching environment.
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Part II. ‘Goals of the Undergraduate Program

The basic goals of the Undergraduate Program changed over
time as the program itself evolved in response to external factors
and student reactions to the initial course. The section of this
report on Methodology describes the impact of the modified goals
on the evaluation conducted by the Center for Improvement of Under-
graduate Education. By extracting goal statements from various CIS
documents and from interviews with CIS principals it is possible to
identify some consistencies in program goals and trace major rea-
sons for changes.

On June 8, 1973, the then Director of CIS said?8® *] picked
up the recommendations for the creation of an undergraduate program
from the Center Evaluation Report [Ashford Report, 1968] The idea
for the particular type of undergraduate program that the Center
would have was not mine; however, it was my idea that CIS should
have such a program, and I pushed it." -

It is reasonable to suppass therefore, that the goals set
down by Douglas Ashford in a memo g concerning a "proposed under-
graduate international relations major" underlay the thinking of the
people who gathered at a lurncheon?V on September 10, 1369, "to ini-
tiate a planning committee" for the undergraduate program,

In the words of that memo, the undergraduate program "should
... communicate to the student at least a rudimentary understanding
of how the behavioral sciences relate to perception and communica-
tion across national boundaries. The program should convey in dra-
matic and clear terms to the undergraduate the full dimensions of
the catastrophe that irresponsibility and impulsiveness might cause
in the world... communicating to undergraduates the radical trans-
formation to be anticipated in the coming generation... study in
depth a major international crisis... conveying the time pressure and
the uncertainties of foreign policy decision making... The last
major Ford grant to Cornell contained the promise that we would, in
the coming four years, make a serious effort to improve undergraduate
education in International Studies...."

While these thoughts may have formed the background for those
who undertook to initiate the undergraduate courses, specific goals
were not clearly defined. It is noted in a memo that "An important
topic that was not broached at the luncheon and that probably ought
to be brought up at_future committee meetings is what the goal of
such a program is."31 At the first meeting of the Planning Committee
on October 6, 1969, it was decided that: "The committee ought to de-
velop major ordering concepts and guidelines for establishing boun-
daries in order to grrive at a discrete working definition of "Inter-~
national Studies".3
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On January 6, 1970, the Committee organizer wrote in a letter
to menbers of the Planning Committee: “The reaction of those present
was favorable to the most recent edition of the proposed program on
all points except one. Their ogbjection was that it is unrealistic
to expect a student to effectively engage in an interdisciplinary pro-
gram until he has mastered the rudiments of the disciplines involved."33
This has been a continuing, but covert, assumption in the program.

" In a memo reporting a meeting of the Planning Committee on
January 16, 1970, it was stated "One of the essential goals of the
program -- creating a social science perspective before a student be-
comes immersed in a single discipline -- would bs compromised were the
program to begin later than the freshman year."3

A report, "Undergraduate Program in International Studies"35
dated June 17, 1970, states:

“The program aims at, first, introducing students to the
social sciences in an integrated fashion, and second, intro-
ducing them to subjects of present and future importance in
international relations. To accomplish this twofold purpose
each course will be structured in such a way that the various
disciplines can be brought to bear on the factors of, and
possible solutions to, a well-defined international problem.
By beginning the program in the freshman year, the student
can become familiar with the concepts and methodologies of
a number of disciplines and acquire a broad perspective on
their roles and interactions in approaching a variety of pre-
blems before having to select and concentrate on one of them
as a major. In the fall semesier the participating faculty
will ccnduct their own regular seminar. Its purpcse will be
twofold: to structure the course and select reading materials
for it and to provide an open forum for discussion of suc-
ceeding topics...."

In an undated proposa13G (apparently to the Educational Policy
Commi ttee of the College of Arts and Sciences), the expectation is
that
"After two years of interdisciplinary work... they [the
students] would bring to course work in their major field an
ability to conceptualize the broad areas within their disci-
pline and a familiarity with its methodology that tradition-
ally is not acquired until the senior year. An integral ob-
Jjective would be to introduce the main disciplinary tools
(concepts,and techniques) and their advantages (and lirita-
tions....)"

Additionally, a suggestion was made for a summer workshop and
“continuous and systematic coordination... through regular faculty
discussion sessions".

Thus, at the beginning of the Undergraduate Program, the
Center for International Studies was committed to a number of rather
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idealistic and interrelated curricular goals. However, the first
course was less successful than expected, both as an interdisciplin-
ary effort and as the basis for a curriculum. The second course
generated considerable controversy within CIS and between CIS and
external faculty and administrative agencies. This led to the
changes summarized an an outline of the Program which accompanied
the first §pp11cation for U.S. Office of Education funding, April
28, 1971.3/ Six separate goals were spelled out:

1) to provide a means by which the undergraduate curri-
culum can become more internationalized;

2) to provide undergraduates with a better understanding
of how knowledge is organized and... can be used more
effectively;

3) to provide... greater awareness of structure and the
sheer complexity of a few typical international problem
areas;

4) to provide familiarity with the concepts and method-
ologies of a number of disciplines;

5) to help students avoid preconceived notions and disci-
plinary blinders;

6) to help professors feel less inhibited in ranging over
t.e various disciplines in attempting to criticize and
complement one another.

By July 1, 1971, the concept of the Undergraduate Program in
International Studies had evolved so that a member of the faculty
wrote the associate director that

"The primary objective of the program appears to be to
demonstrate the interrelated applicability of various social
science disciplines to the study of relatively broad basic
questions. The international aspect seems to be secondary
and to som% extent used as a vehicle for capturing student
interest".38

Assuming that most students would not follow the original program
through its entirety, he concludes:

“This would mean... the courses would not build on one
another and would not reflect an increasing depth of approach
or understanding. Thus the objective would be shifted some-
what to emphasize the introc.iction to major international
questions with scholarly consideration from as broad a disci-
rline base as possible."
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Reporting gs the first course (Integration), the Program
Coordinator wrote

"The teachers attempted to fulfill three goals that had
been defined during the original planning of the program:
a) focusing on a significant international problem; b) pro-
viding an interdisciplinary approach to that problem, and
c) at the same time, in seminar-type sections, introducing
students to particular disciplines. The course was a highly
ambitious experiment, and it is doubtful that we managed to
40 justice to all three goals..."

In October 1971, the Director of the Undargraduate Program wrote
that the program goal is "to offer carefully selected series of
problem-oriented, interdisciplinary studies to stimulate interest in
international studies..." and states further that "Faculty members
of different departments [will] construct courses dealing with spe-
cific and manageable international problems suitable for interdisci-
plinary approach".The memorandum ends with the observation "One goal
of a program such as this should be to determine significant areas
of agreement or differences between the disciplines”.40

Basically, CIS discovered that it is difficult or perhaps im-
possible to establish an integrated, interdisciplinary curriculum in
International Studies at Cornell. This goal, along with the possi-
bility of quasi-departmental status and the establishment of Interna-
tional Studies majors, was shelved. At the present time, the main
function of the program is to provide undergraduate students, graduate
students, and faculty with an opportunity to participate in an educa-
tional experience that is somewhat different from a conventional,
disciplinary course taught by one individual. Thus a CIS course now
(if successful), is expected to increase student knowledge of 1) some
International Studies problems not systematically covered in the con-
ventional departmental offerings; 2) the ways in which different disci-
plines approach this problem; 3) the roles of an interdisciplinary
approach in the analysis of this problem. Affective goals might in-
clude 1) increased student awareness of the complexity and importance
of the problems under consideration; 2) increased student interest in
these problems and in International Studies. The faculty and graduate
teaching assistants will gain in the skills needed for interdisciplin-
ary team-teaching and in assimilating the insights of other disci-
plines. Together with other CIS programs it is hoped that the courses
will prompt an increase in the international content of other course
offerings and encourage more cross departmental or interdisciplinary
efforts.

While it is clear that the Undergraduate Program has not suc-
cessfully achieved the initial goals articulated in the early 1970's,
this report will illuminate the extent to which it has moved success-

fully toward fulfillment of newly emerging goals.
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CHATER III
SPECIAL CHARACTERISTICS

In the analysis of the CIS Undergraduate Program, it was useful
tc differentiate three sets of outcomes. The first involves the spe-
cial characteristics of the program, i.e., its emphasis on interdis-
ciplinary, problem-oriented, team-taught courses. This is the con-
cern of this chapter. The instructional characteristics related to
introductory courses in the social and behavioral sciences, and some
programmatic considerations are discussed in Chapters V and VI.

There are no set standards for assessing the value of course
activities which can be grouped under the rubrics of “interdiscipline-
ary", “team-teaching", or "problems in International Studies". Each
of these areas is too new and too exploratory to have developed stan-
dards. Hence, the evaluation team concentrated on describing the
meaning of these terms within the context of the CIS Undergraduate
Program and delineating a unique reality which cannot readily be com-
pared to other examples that superficially may seem similar.

This strategy was rendered more difficult by the fact that each
course was different, not simply a variation on a theme. Each course
spoke in a different voice and drew attention to a different range of
phenomena. There is no evidence that CIS, as an organization, or the
teams of faculty responsible for the different courses, gave great
thought to the implications of problem-oriented, interdisciplinary,
team-teaching. Their intent was not to predict the limits of this
type of innovation but to discover them by testing different topics,
types of teams and disciplinary combinations.

The purpose of this chapter is to develop some generalizations
about the organizing principles which were tried in various combina-
tions in the different courses. The "data base" for these generaliza-
tions is not as strong as that used to define the general instruction-
al characteristics. It draws heavily on the analytic skills of the
evaluation team and is to a lesser extent based on data provided by
faculty and students, for the reason that neither group had a perspec-
tive that extended across all six courses and included awareness of
the relevant literature. While both students and faculty made impor-
tant contributions to the analysis, they were so personally involved
in the actual-courses that their perceptions were often partial. We
caution the reader to consider the generalizations presented here as
somewhat idealized, because we probably have molded the aspects which
are of interest into a kind of archetypical reality. In actuality,
each instance may be vulnerable in its particulars.

What value can such generalizations have, then? Principally,
the purpose is to emphasize the probable -- and often explicit --
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existence or intended existence of the selected characteristics be-
cause they provide categories or dimensions about which decisions

can and perhaps must be made. In the future, CIS may wish to offer
course guidelines which take these proposed dimensions into account.

Two sets of characteristics will be discussed. The first is
highly explicit in the objectives of the CIS courses. This includes
1) problem-orientation, zi interdisciplinarity, and 3) team-teaching.
The second set of dimensions is less explicit and we have labelled

them "induced" characteristics.

Explicit Characteristics. While it is possible to be problem-oriented
without being interdisciplinary, and probably it is possible to be
interdisciplinary without being problem-oriented, the most natural and
most” productive arenas of problem-orientation in the social sciences
today are thoseé which also are interdisciplinary. The problems se-
lected for the CIS courses were intentionally designed to be inter-
disciplinary, so we have not tried to analyze the interdisciplinary
aspect independently from the problem-orientation or team-teaching
characteristic of the courses.

Because CIS had a particular concern for the acceptability
of their undergraduate effort, they attempted to staff the courses
with teams of individuals from different disciplines rather than ob-
taining the services of people whose training and background were
"interdisciplinary". This decision reflects the academic reality at
Cornell -- a milieu that emphasizes specialized, disciplinary compe-
tence in its faculty. At least initially, the composition of the
teams was, by definition, interdisciplinary, but there was continu-
ing strain between the interdisciplinary requirements of certain pro-
blems and the disciplinary requirements imposed by faculty. For ex-
ample, in Ethnicity, all the faculty members were political scientists
-- which resulted in an analysis of Ethnicity, Race, and Communalism
without the sustained, pertinent viewpoint of a psychologist or so-
ciologist.

Problem-Orientation. Minimally, it is possible to define different
types of problems included in the CIS courses. (This is not a ques-
tion of different substantive or content areas.) We would argue that
the "problem" of Domination is clearly distinguishable as a problem-
type from the "problem" of Peasants. Peasants had an explicit "ana-
lytic framework", whereas Domination had a rationale for selecting
and organizing content but did not incorporate anything that might

be so elaborately labelled as "an analytic framework".
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. The distinction concerning problem-type centers on the dual
aspects of "the problem":

1) How diverse is the set of viewpoints or analytic
considerations which are selected as appropriate to the problem?

2) Given a spectrum of relevant viewpoints/analyses, to
what extent are these incorporated into a (relatively) unified,
integrated conceptual network? Stated otherwise, how sophis-
ticated is the conceptual scheme that is used to iink the
viewpoints in the analyses of the problem?

The facet labelled "diversity" refers to the variety of view-
points brought to bear on the subject of interest (“the problem").
"Viewpoints" does not have a precise definition in this usage but re-
lates to orientations that are thought of as essentials or basic po-
sitions in a discipline. For instance, in psychology -~ quite aside
from the areas of application -- a brief list of "basic orientations”
would include depth-analytic, behavioral, perception-and-cognition,
and biological. Each of these contains its basic observations or ex-
periments, conflicting interpretations, bodies of supporting work, etc.
Nonetheless, each is regarded as "psychological”, rather than, say,
economic or chemical. Further, no one of these orientations is deemed
sufficient -- in current explanatory power -- to supplant the others.

Diversity among disciplines, is an extension of the notion of
diversity of viewpoints within a discipline. In the following dis-
cussions, a "discipline" will be used as a shorthand way of referring
to a set of viewpoints. Presumably the viewpoints within a discipline
are more coherent (conceptually related or relatable) among themselves
than a set taken from two or more different disciplines would be. It =
can also be assumed that, on the average, there is a greater degree
of diversity between certain disciplines than between others. For
instance, there is more diversity between psychology and political
science, on the whole, than there is between sociology and anthropo-
logy, or between economics and political science.

The second aspect of the conceptualization about "the problem"
is the degree of unity established in the course among the viewpoints
that are brought to bear on the course problem. Unity or high cohe-
rence is thought of in terms of an integrated conceptual framework.

A high degree of unity means there is a network of concepts and rela-
tionships which relate to the phenomenon of interest, “the problem",
across disciplines.



Again the question arises as to how "high" diversity can be
combined with "high" conceptual unity? The easier approach would
be selection of compatible viewpoints to be included in a given
course. The more difficult answer would be creative -- moving from
apparent or conventional conceptual incompatibility toward an inte-
grated, synthetic framework. There are various possibilities:

1) the notion of "levels" used ejther to refer to levels
of abstraction or to the levels at which phenomena are analyzed
(e.g., individual or societal);

2) through an "enrichment" of one or more conceptual frame-
works such that what ordinarily are thought of as diverse/dis-
parate viewpoints are embryonically related to an available
(more) unitary conceptual framework;

3) through "adding together" abstracted qualities from
diverse viewpoints which are at approximately the same level of
abstraction or analysis, e.g., where some sociological variables
influence some economic ones, and vice versa.

In the follewing discussions, since such "viewpoints" cannot be
adequately operationalized, the shorthand of disciplines will be used
and the conventional notion of average degree of diversity among
disciplines (within the social/behavioral sciences) is assumed.

“Unity of conceptual framework" also cannot be adequately opera-
tionalized but instances in the CIS courses that exhibit more or less
of this aspect can be shown by referring to the prevailing historical
relationships among thedisciplines involved. Lack of such history
implies scant degrees of "unity", whereas well established historical
interconnections implies much more "unity". This history relates to
time depth, amount of [joint] effort at developing/testing/revising/
interconnections, consideration of the range of phenomena upon which
the disciplines are mutually brought to bear, etc.

The terminology used for the overall distinction, then is:
problem topic for the problem which exists as a "natural” or "organic"
entity -- greater conceptual or practical unity but diversity unspeci-
fied; problem theme for the problem which is constructed or synthesized
which identifies a salient aspect in a variety of different settings,
etc. -- less conceptual unity and usually greater diversity of disci-
plines. A continuum might be hypothesized to exist between "natural"
and "synthetic" problems. Given such a proposition, where do the
various CIS courses stand along this continuum?

In Domination, the degree of previous attention paid to these
problems (as would be represented in scholarly writings, primarily),
by the disciplines represented through the faculties involved, was
fairly small and there is little cross disciplinary work available.
(Appendix A,1, especially faculty specialties.) The phenomenon of
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domination was viewed, in the course, at various social levels, from
individual (i.e., as member in a two-power relationship, e.qg.,
family), to the international level (i.e., nation states). To state
the low extremes regarding this "problem" and. the represented disci-
plines: there is relatively little background for psychological under-
standing of relationships among nation states; correspondingly, there
is relatively little background of political science understanding
for the family. There is justifiable reason for saying that the
problem of Domination-Subordination was a synthetic one, which, in
many respects, lacked unity.

The sixth course, the Concept of Europe, also represented a
“theme" course. Like Domination, it attempted to use the insights of
different disciplines to understand a universal process or concept.

It focused on the evolution (intellectual and empirical) of the con-
cept of "an Europe". Integration and Decentralization, on the other
hand, was more of a "topic" course which attempted to investigate what
balance had been struck, in each of a number of cases, betwean politi-
cal/cultural/control-of-life ("Integration”), and differentiation or
individuation ("Decentralization").

It should be evident that the disciplines relevant to these pro-
blems, i.e., what disciplines have a history of cooperative attention
to such problems, include political science, history, and sociology,
but an integrated theory which relates each of these to the other does
not exist. On the other hand, the likelihood that any social science
discipline would have something to contribute to the analysis of these
problems is obvious.

In contrast to Domination and Europe, which drew on only two or
three disciplines, Peasants, Power, and Productivity called on anthro-
pology, political science, economics (or political economics), and
agricultural technology, to delineate the problems of rural development.
Alternative elements immediately spring to mind, such as sociology,
psychology, communications, etc., which might also be involved. This
points to the fact that there is great intellectual (and empirical)
conjoined attention and analysis that have been directed to the problem
of agricultural development in Third World countries. Even if one
focuses on problems (plural) of rural development, one does not arrive
at a meta-problem that would be labelled "synthetic". Rather one would
see a number of genuinely/empirically interlocking problems.

A different way of pointing out the distinction is: whereas any
discipline can be thought of as having made or being capable of making
a contribution to the analysis or understanding of the problem of
Domination-Subordination (even though some may be more "natural” than
others), the number of disciplines that would be expected to make sig-
nificant contribution to the understanding and analysis of rural de-
velopment is much more determined by the actual history of which disci-
plines have in fact uvontributed.

A similar but weaker argument can be made concerning the problems

treated in Peace and War, and Ethnicity, Race and Communalfsm. Consider-
able practical attention has been paid to these topics but the avail-
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able literature is uneven in quality, and unlike the team approach
common to rural development efforts, does not offer any adaptive con-
ceptual models for teaching purposes. These courses thus were hybrids
containing both thematic and topical aspects.

Despite the fact that all the experts who taught Ethnicity, Race,
and Communalism were all political scientists, the potential contribu-
tory disciplines to this arena are many, e.g., political science, so-
ciology, psychology, biology (genetics{. anthropology, history, 1itera-
ture. The label given the course reveals the synthetic nature of the
problem by the use of a three-word rubric. By the terminology proposed
earlier, Centralization, Europe, and Ethnicity are all more "theme-"
like than "topic-" like, but Ethnicity less so than the Other two. As
with Domination (the exemplar of “theme" course in the CIS Undergraduate
Program), there was no body of extensively developed, interrelated, de-
tailed knowledge that currently could be brought to bear but only
scattered, largely disciplinarily confined pieces of knowledge to point
toward ways of developing solutions tn the problems under study.

Several considerations relate to the distinction developed be -
tween topic and theme, as these bear on possible introductory, inter-
disciplinary courses. First, there is the interest-value or attractive-
ness of a course to freshmen and sophomores who would consider taking
it. Such students usually do not have clearly defined, disciplinary
interests, and the potential breadth of a course is, we propose, a sig-
nificant factor in their deciding to enroll or not. This breadth is
generally greater when the "problem" of the course is a thematic or
synthesized one. Indeed, a topical course, as exemplified by Peasants,
for instance, can be conceived of as quasi-disciplinary, in that it
embodies its own theoretical coherence.

But a tension is created, between the desirability of treating
a problem that penetrates many intellectual domains and yet maintain-
ing a relatively integrii d, coherefit analysis. It is our presumption
that Cornell underclassm: are not satisfied with a variety of unre-
lated treatments. We know, also, that the stronger the theoretical
underpinnings a discipline has, the greater the prestige it carries
with other faculty. ’

Substantial numbers of students may enroll in either a thematic
or a topical interdisciplinary course, but the tendency exists for
the latter to be oriented to upperclassmen, with even some graduate
students being enticed. This is due, in large part, to the relatively
great disciplinary bases drawn upon, and integrated to a large extent.
In a word, it is a course for specialists which -- in the academic
world -- is regarded interdisciplinary. As such, it is not appropriate
as an introductory course.

The dilemma this analysis leaves, then, is how to strike the
appropriate balance between thematicness and degree of integration of
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the course content. In Chapter V are developed some alternatives
among the various possibilities which exist; these, in turn, are
tied to different student clienteles.

Interdisciplinary courses have the advantage of being less
likely to infringe upon the areas normally covered in departmental
curricula. This difference, however, leaves them open to the charge
that they are not academically sound. In fact, this charge was
brought against Domination, with the result that an academic contro-
versy arose involving several units of the University (see Chapter
II, and Appendix B, 2),

Topic courses can usually draw upon fairly well developed in-
terdisciplinary literature but the teaching of theme courses in par-
ticularly difficult because there is little available literature which
is applicable. Nevertheless, theme courses 1ike Domination could be
more exciting to students and faculty simply because they require the
breaking of new ground and the exercise of professional and intellec-
tual skills in new ways. It dces not seem surprising that Domination
had the greatest impact on the faculty of any of the CIS courses.

On the other hand, a topic course like Peasants may draw a va-
riety of students because it touches on the practical concerns of dif-
ferent majors such as agriculture, anthropology, and political science.
Ethnicity, a more "theme-" like course, was successful in attracting
students partly because some of those interested in the subject matter
had strong preconceptions about the approach that should be taken.
Peace and War had the highest enrollment (148) of all the CIS courses
even though it was more a topic course than a theme course. Perhaps a
theme-topic amalgum has some utility since it can deal with general
themes of personal interest to students at a given time.

Recommendations. Courses that interest the faculty may not be inter-
esting to the students. This suggests that CIS should concentrate on
problems (be they themes or topics) which are of immnediate interest to
both students and faculty. Peace and War was an important topic while
the Viet Nam war continued; at present it is probably less stimulating.
CIS is in a unique position to hone in on problems which will increase
student awareness of contemporary events which are only dimly per-
ceived. The impact of the energy crisis, of inflation, or of changing
cl imatic patterns are highly appropriate themes/topics for interdisci-
plinary analysis in CIS courses.

It is also recommended that, with both theme and/or topic courses,
CIS reconsider its prohibition on the use of American materials. Peda-
gogically it makes good sense to link the course content with the so-
ciety most familiar to the students. With few exceptions, America is
directly involved in most areas of concern for International Studies
and is frequently the major or most influential actor.
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General recommendations are difficult to make because of the singu-
lar nature of each course. Peasants and Ethnicity were conscious attempts
to deal with conceptual tools and case studies in separate sections of
the semester. It did not seem to matter which came first; students had
difficulty in transferring conceptual knowledge to the analysis of cases
or the know!dge of cases to the study of concepts. This suggests that
the two aspects of the course should be intertwined -- a policy that
proved successful in a revision of Peasants recently offered.

Students, however, recommend that each course begin with some sort
of corceptual or analytic framework to guide them through the mass of ma-
terial that tends to accumulate in this kind of course. In Peasants it
became clear that a theoretical presentation must be closely tied to "real"
referents -- to events in the world familiar to students, to student con-
cerns and past knowledge, or to similar information presented concurrently
with the analytic framework. If this is not done, the students tend to
loose interest and, at the beginning of a course, this may affect enroll-
ment. The evaluators feel that, with the above caveats, courses should
begin by presenting some kind of simple analytic framework.

Regarding levels of analysis, the evaluation recommendation is also
necessarily complex. Students seem to respond best to lower levels -- on
the plane of the individual in the village, for example. Faculty, however,
(particularly economists, sociologists, and political scientists), are
most at ease when dealing with national institutions, policies and govern-
ments. This may be an enduring and insoluble conflict unless the peculiar
nature of introductory courses is taken into account. In these courses
there is no requirement that all phenomena be investigated in depth. Per-
haps it would be more useful to begin at the individual level and trace
the ramifications of a limited set of themes or topics across all levels,
ending with the International one. To maintain validity, the CIS courses
must deal in some way with the international aspects of the problems ad-
dressed, although this aspect has been somewhat neglected in some of the
offerings. Dealing with the inteémational implications of any problem,
however, is virtually impossible if American materials are prohibited, but
the irpacts of American actions and policies on international situations
is of real interest to students.

Given a CIS commitment to introductory courses, the evaluation
team recommends that CIS courses attempt to include the full range of
individual, local, regional, institutional, national, and international
levels in their courses. There appears to be some advantage to follow-
ing roughly this sequence and the faculty in each course should attempt
to develop an analytic framework which can be used at each level and
in the discussion of each case study.

The final issue concerns analysis and prescription. For a number
of reasons, prescription should not be stressed in CIS courses. Sug-
gesting policy in the areas of International Studies is a particularly
complex undertaking. It is unlikely that students in a one-semester,
introductory course would master the requisite skills for the task. In
fact, it is so complex that most of the faculty would hesitate to be
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prescriptive and thus they cannot provide appropriate models for the
students. Finally, the students themselves have indicated reservations
about prescription and have tended to perform inadequately on final
examinations when asked to attempt this type of assignment. Some addi-
tional recommendations in this area are presented in Chapter V as part
of the discussionon grading systems.

Summary. To return to the basic question: what is a "Problem-oriented,
Interdisciplinary, Team-taught Course in International Studies" at
Cornell? Operationally, it is a group of faculty from different disci-
plines who collaborate in teaching a topic or theme of common interest
or concern in the area of International Studies. These courses are
interdisciplinary not in a synthetic sense but because they use teams
of faculty from different disciplines. Over the period of time that
the program was in operation, interdisciplinarity has decreased and

the courses have become more conventional.

The courses are "team-taught" because groups of faculty were in-
volved in the design and implementation of each course. The teams
were ad hoc groupings of faculty who came together to offer one course
and then go their separate ways. On-going, stable teams have not been
created in the program.

They are in the area of International Studies to the extent that
the content (with the exception of Bomination) stresses situations
and conditions in countries outside the United States. By the end of
the program there was a sort of prohibition on using American mater-
ials in the lectures, although American analogies could be discussed
in the section meetings.

In terms of content organization, each course was unique and a
range of different structures was tried, involving different levels of
analysis, conceptual tools, case studies, and -- even beyond analysis --
nrescription.

What was missing from the special characteristics of the Under-
graduate Program was a sense of planned coherence and continuity. It
appears that CIS, like other programs, assumed that Lringing together
faculty from different disciplines but with a common interest, would
automatically insure an effective, interdisciplinary, team-taught
course. This policy does lead to a certain content selection, but it
seriously underestimates the special requirements of this type of
innovative teaching.

In particular, the interpersonal and intellectual differences were
seriously misjudged. Faculty trained in graduate programs which stress
the individual search for excellence and the critical attitude and mem-
bers of departments which are dominated by lone professors teaching ad-
vanced courses, do not acquire the skills needed for interdisciplinary
team-teaching.



Ideally, a team-taught, interdisciplinary course would involve
a cohesive, committed team of individuals who have respect for one
another and are at ease crossing disciplinary boundaries and working
together. Potentialily. they would be able to create a synthetic and
interdisciplinary approach to problems in International Studies. No
CIS course has approximated this idea and, in the future, some con-
sideration might be given to substituting a more realizable objective
for this possibly unattainable goal.
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CHAPTER IV
GENERAL INTRODUCTORY COURSE INSTRUCTIONAL CHARACTERISTICS

In many ways the CIS courses resembled standard introductory
courses in the social sciences, with lecture and discussion sections,
reading assignments and grading procedures. Apart from the inter-
disciplinary, problem-oriented, team-teaching aspects, these teaching
technologies can be evaluated against recognized standards since there
is extensive literature on the teaching of introductory courses.

Readings. In all CIS courses, readings were used ia much the same way
as in standard undergraduate courses where there is no main textbook.
The effectiveness of the readings can be judged from the students’ rat-
ings on the questionnaires when they were asked to name "the best" and
"the worst" assignments and explain. Table 4 (following) shows the
books selected by the students.

The disliked readings were those which the students considered
too technical, pedantic, or historical. It appears that if the amount
of reading assigned in a particular book was large, the students as-
sumed that meant it was important, but, from their understanding of the
course, they could not see that these readings were anything more than
“general background". This ambiguity affected the students' opinion as
tg %he degree of integration between the readings and the course as a
woe.

Technical or historical works may be well accepted 1f they are
used in their proper place. One of the most successful lectures in
Europe was an analysis of the methodology, findings, and implications
for European integration found in Ronald Inglehart's "The Silent Revolu-
tion in Europe: intergenerational change in post-industrial societies".
Another example of the successful use of an assigned reading was in
Peasants. Here Epstein's economic and political analysis of two Indian
villages (Economic Development and Social Change in South India) served
to tie together the elements of the first haif of the course by showing
the applicability of the course's model of rural development in a com-
parative analysis of two villages in a specific cultural-environmental
setting. Favorable student comments and understanding of the model
(as shown by the midterm examination results) indicate that this tech-
nical reading was used successfully.

Student ratings show a wide gap between faculty preference for
technical and specialized selections and student choice of more general
and, for the most part, better written books (in a more 1iterary style).
The general method for creating a reading 1ist in CIS courses has been
to have each faculty member designate the readings appropriate to his/her
contribution. The suggestions were discussed but usually additions
rather than substitutions were made.
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Course
Integration

Domination

Peace

Peasants

Ethnicity

Europe

ERIC

Full Tt Provided by ERIC. "

Table 4.

Favorable

Wylie, L. Village in
the'Vauéluse

Fromm, E., Escape from
Freedom

Fromm, E., Marx's Con-
cept of Man

Hinton, W., Fanshen

Julitte, P., Block 26:
Sabotage at Buchen-

wald

Epstein, C., Economic
Development and So-
cial Change in South

ndia

Nair, K., Blossoms in
the Dust

Hunter, G., Modernizing

Peasant Societies

van den Burghe, P.,
Race and Racism

Adam H., Modermizin
Racial Domination

Porter, J.A., The Ver-
tical Mosaic

Servan-Schreiber, J.J.,

Student Assessment of Readings

Unfavorable

No specific title cited
by a group of students

Bachrach & Buratz, Peace

and Poverty

Laing, R.D., The Politics
of Experience

No clear pattern

Bendix, R., Nation Bujldin
and Citizenskip — ot

Wolf, E., Peasants

Weaver, T., The Farmers of
Raipur

Nicholson, N., Political
As?ects of Indian rood
olicy

Report of the Royal Commis-
sion on Bilingualism and
Biculturalism Government
of Malaysia, Second
Malaysia Plan

The American Challenge ment of European Hegemony

Calleo, D., Europe's

Future
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Table 4. Student Assessment of Readings

(continued)
Course Favorable Unfavorable
Europe Freymond, J., Western

Europe Since the War

Inglehart, R., The Si-

lent Revolution in
Europe
) -5 -
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It is strongly recommended that CIS reevaluate the role of read-
ings in an interdisciplinary, problem-oriented course where students
will encounter a multiplicity of terminologies. If the faculty were to
decide how each contribution fits/interconnects with the others, the
readings could be more integrated into the course.

Student ratings in answer to the question "How well integrated
were the readings with the rest of the course?" were as follows:
(1= not at all integrated... to 5= very well integrated)

Integration Domination Peace Peasants Ethnicity
3.0 2.8 2.6 3.4 3.3

The average (3.0) rating for these courses seems to stem from the fact
that students responded primarily in terms of their experience in the
“discussion sections, which were discipline-oriented.

The importance of integration between readings and the rest of
the course is emphasized when the responses of students who took more
than one CIS course are compared with the reactions of those who took
only one. It is assumed that those who went on to a second CIS course
must have been satisfied and their responses yield insight into the
probable reasons for satisfaction. With regard to readings, "repeaters"
rated the level of integration of readings with the whole course
point higher (significant on the 5 point scale) than "non-repeaters",
Furthermore, they revealed a set of relationships between this response
regarding the integration of the readings and other responses, i.e.,
positive correlations with the amount of reading done (.4), the extent
to which their expectations of learming were met by the course (.5),
and their overall opinion of the course (.4). The “non-repeaters”
showed only insignificant correlations (.2 or less) on these questions.

It a:pears, therefore, that the students who enrolled in more
than one C!S course were those who discovered more integration between
the readings and the other aspects of the course and that in planning
future courses major attention should be given to selection of appro-
priate readings and clarifying their significance in the course. This
may increase satisfaction and lead to a larger, more enduring student
constituency in later courses. Appendix A, 4 gives the repeater's
comments on the special characteristics, interdisciplinarity, problem-
orientation, team-teaching.

A separate problem is the amount of reading students actually do.
A11 the CIS courses were rated higher than average on the amount of
reading required, compared with Arts and Sciences courses. The average
weekly amount assigned was about 150 pages (except for Domination, which
was 200). Students recommended 130 pages a week as the optimal amount.
A11 the indications are that mos: students do not keep up with the
readings on a weekly basis but do read more than 3/4 of the assignments
before examinations. If "keeping up" is important, then there might
be rewards for weekly reading, or the reading list might be divided
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to show what must be done by a certain deadline and what may be
done at some later time because they will be covered in papers and
examinations.

Faculty are often disturbed because students attend lectures
without having done the reading and thus are unprepared to assimilate
or contribute. A minor but important problem in the CIS courses
was that much of the assigned reading was on two-hour reserve in the
library and/or not accessible to students for a sufficient length of time.

Finally, the data from the follow-up questionnaires show that
students rated all the CIS courses midway in the balance between
disciplinary and interdisciplinary reading materials and neutral
as to whether the readings stimulated interest.

In summary, a carefully selected, well analyzed set of readings
may be far more effective than a larger, more comprehensive and
varied reading list and a balance between general, interdisciplinary,
and sg?cialized. disciplinary materials must be maintained whenever
possible.

Lectures. McKeachie (1969, 1971) has evaluated much of the research
1iterature on lecturing and concluded that lectures are useful for
presenting basic content and highlighting important points. The suc-
cess With which a lecturer presents material, however, depends on a
number of variables, such as the lecturer's style and the students'
expectations.

In the CIS courses, lectures once a week were the main channel
through which the faculty transmitted to the students their concep-
tions of the special characteristics of the course. The ways in which
the weekly lectures were organized were the best examples of the fa-
culties ' instructional ingenuity. They varied from straight lectures
two or more hours long, to lectures followed by peer commentary and/or
student discussion; from presentations by pairs of individuals to
marathon sessions which included pairs of lecturers combined with
group discussions. These elaborations on the standard lecture format,
however, did not seem to add greatly to the educational value of the
courses. Only when the lecturing teams worked together and coordi-
nated their presentations were the results good. Discussions by fa-
culty immediately after lectures had generally negative results since
frequently they lead to intellectual confrontations and conflict be-
tween faculty members. Student discussions following the lectures
were profitable only when limited to the students and when the students
were not too fatigued. Sometimes, the more knowledgeable students
and the grade-hunters dominated the discussion.

In general, it appears that it would be preferable to restrict
lecture sessions to content presentation in CIS courses rather than
developing hybrid models. It is more important to develop basic lec-
turing techniques than to experiment with alternatives.

Student opinions concerning the lectures can be seen in the
following tables.
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Table 5

Overall Rating

"In general, what effect did the lectures
have on your interest in this area?"
Integration Domination Peace Peasants Ethnicity
Repeaters 3.0 4.1 3.2 2.2 -~-

Non-Repeaters 2.6 2.4 2.9 3.3 -———

1=decreased interest, were boring.. 5=stimulated great interest

"Repeater" students found the lectures more stimulating than did the
"non-Repeaters". Furthermore, the "Repeater" group felt that the
guest lectures helped more in understanding the course material than
did the "Non-Repeaters".
Table 6
Overall Rating
“Did ¥ncluding... guest lecturers aid you

in understanding the course content?"

Integration Domination Peace Peasants Ethnicity
Repeaters 3.3 4.0 3.4 2.7 -—-
Non-Repeaters 3.1 3.3 3.0 4.1 ---

1=increased confusion... 5=aided understanding

These results support the contention that those who took more than one
CIS course probably "brought" more to the course and also "took away"
more -- {.e. learned more. In their ratings of the readings as well as
the lectures, "Repeaters" were more favorable. They also indicated
that they invested more effort in their CIS courses than in nonCIS
courses and that their interest level in the CIS courses was higher
than in others.

This leads to the conclusion that in its recruitment of
faculty, CIS should try to obtain people with well developed skill in
lecturing to undergraduates and also try to discover what the students
expect to leam from the lectures.
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Films, slides, maps, etc. used in lectures were popular
with the students except when they caused the c¢lass to run over
time. Relatively few students attended out-of-class film series.

Lecture outlines were rated favorably because in wide-ranjing
interdisciplinary lectures they provided a guide and pointed out the
important points. Preparing the outlines helped the faculty to or-
ganize lectures in advance and facilitated discussion of up-coming
lectures with other members of the staff.

Future CIS courses should incorporate appropriate audio-visual
material in the lectures, especially when problems in foreign countries
are presented. Lecture outlines have proved advantageous but room
should be provided for students to make their own, in-class notes.

Student opinion as to how well the lectures were integrated with
the rest of the course is shown in the following table.

Table 7
Integration Domination  Peace  Peasants  Ethnicity

2.4 3.1 3.2 4.1 3.2
1= not at all integrated... to 5= very well integrated

The responses of “repeaters” and "non-repeaters" were comparable on
this question. ‘

The degree to which students saw the lectures as being "inte-
grated with the rest of the course" were at, or above, the midpoint on
the 1 to 5 scale. This result is not as "automatic" as one might think.
Every CIS course was team-taught; each course was a "first try"; guest
lectures were frequent. The work of integrating the course was left to
the discussion sections. It is not surprising that the Integration
course was rated lowest on this item since the discussion sections had
separate reading lists representing different disciplines. Peasants,
which had the most detailed analytic framework, was rated highest.

The extent to which lectures fitted in with the rest of the
course was of primary importance to the students and their opinfons
of the courses. Student responses as to "how much the lectures were
integrated into the course" correlated .4 with "how much new material
was first introduced in the lectures?" If there were only a negligible
relationship between the two, the question would be "What was the func-
tion of the lectures? Were they irrelevant?" On the other hand, a
very high relationship between the two ratings (e.g., .7 or more) would
indicate that "integration of lectures" and "introduction of new ma-
terial" were one and the same -- in other words, that "the lectures
equalled the course". Thus, +.4 seems high enough to show that the
lectures were a major vehicle of information but not so high as to ex-
clude the importance of other aspects of the course. .
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At the level of generalized outcomes for the students, there
are associations between lecture-integration and (a) the amount stu-
dents felt they learned from the course (.5) and (b) how satisfied
they were with their achievement (.5).

In the light of these findings, it is important that the fa-
culty of future CIS courses pay particular attention to the integra-~
tion of lectures with other facets of the course.

Discussion Sections. Even more than the lectures/lecturers, the dis-
cussion sections in CIS courses showed great diversity. Typically,

a number of sections were formed in each course to provide for small
group discussions. Appendix A, 1 shows the disciplines represented
by the staff. A1l told, 22 different leaders were involved in the
first five CIS courses. The number of sections per course and the
number of sections leaders is shown below.

Table 8
Integration Domination Peace Peasants Ethnicity

Sections 4 5 6 6 5
Leaders q 5 5 3 5

Peasants and Ethnicity, the two courses most thoroughly evalu-
ated, provided data on discussion sections. These two efforts re-
vealed striking differences in style among discussion leaders as well
as varying quantity and quality of student contributions. The most
important finding, however, was that there were major differences be-
tween graduate student teaching assistants and faculty as discussion
leaders. In terms of those characteristics assoctated with greater
student satisfaction and better performance on examinations ?ana]ysis
of problems, application of concepts), sections led by graduate students
were more successful.

Graduate students' sections tended to have greater student par-~
ticipation, a more balanced pattern of exchange than did sections led
by faculty, which were characterized by faculty mini-lectures and
generally low levels of student participation. Analysis of variance*
using the data from Peasants and Ethnicity, showed that students in
the graduate teaching assistants' sections rated the course signifi-
cantly higher and performed appreciably better on examinatieons than
students in the faculty-led sections. This finding regarding patterns
of interaction is consistent with the findings of McKeachie ?]954. 1963,
1971), Wilder (1959), Lyle (1959), and others.

It is easy to applaud or dismiss data concerning differential
learning in relation to faculty or graduate student leadership but a
critical factor must not be overlooked. The crux of the matter is not

* Tables for the multivariate NOVA are available from CIUE. The sig-
nificance level for these analyses was .10. '
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the intellectual abilities of the leaders but their skill in guiding

discussions so that students become actively involved. Either gradu-

ate students or faculty can be drafted to lead discussion sections

gu; thought should be given to the particular skills required for the
ob.

In view of the fact that the first CIS course (Integration)
broke down so that the four sections amounted to four distinct courses,
the next faculty group experimented with rotating section leaders.
Classical group dynamics theory would suggest that any change of lead-
ers would disvupt the progress of discussfons since time would be

- needed to adjust to the new leader and the possible interpersonal bene-
fits growing out of extended contact would be lessened. On the other
hand, switching leaders would give students access to different skills
and viewpoints and would tend to dilute any negative mixes.

Table 9
Integration Domination Peace Peasants Ethnicity
Learning 3.5 2.8 2.3 3.4 3.0
Interest 3.3 3.3 2.5 3.3 2.7

Regarding the topics for discussion in the sections, students
recommend that the focus be on the general course subject rather than
specific readings or lectures. While it is necessary to eliminate
irrelevant digressions it seems generally desirable not to establish
prohibitions, as was attempted in the first five courses (e.g., in
Peasants, ethical issues were excluded) but to stress the coverage
of the basic topics in the syllabus.

In summary, three broad conclusions can be drawn. The discussion
sections are an essential component, providing students with the op-
portunity to test and extend their knowledge and closely tied to their
satisfaction with the course. Unfortunately, group leaders are largely
unaware of the student needs and the unique role of the sections and
for the most part lack the skills needed for guiding discussion. It
is strongly urged that CIS make an effort to provide materials and
training to upgrade the proficiency of discussion leaders.

Grading. After deciding what they should teach, the faculty belatedly
‘turned their attention to what proofs of leaming the students should
offer. Analysis of the test questions suggests that four important
issues were involved. First, what assumptions could be made about
pre-existent intellectual skills of the students? Second, what skills
should they be able to demonstrate on the examinations? Third, how
could the course be organized to maxiiize the transition from init{al
%o lgter skills? Finally, how could appropriate questions be formu-
ated?
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Faculty -- especially those who are accustomed to teaching
graduate students -- tend to overestimate the students' analytic
and writing abilities. As a result, they are frequently dissatis-
fied with student performance and students are dissatisfied with
faculty grading standards. To meet this problem, one might ad-
minister preliminary tests of students' grade-related skills.

There is little evidence that the faculty of the CIS courses
have systematically used the examination system to weigh the in-
tellectual impacts of the course. Exam questions and term paper
topics have tapped a wide range of abilities, including:

Content mastery -- ability to recall, in an organized way,
the basic content covered during the semester;

Comprehension -- ability to understand and use, in an
organized way, bodies of material;

Analysis -- ability to identify major factors and their re-
lationships;

Application -- ability to transfer principles and concepts
from one situation to another and/or to compare and
contrast situations;

Synthesis -- ability to put parts together to form a new
entity)(particularly important in an interdisciplinary
course);

Evaluation -- ability to make judgments about the different
v?lues of alternatives such as policies or points of
view;

Prescription -~ ability to make specific recommendations
regarding the solution of a problem (with explanation
of the implications).

A11 of the above objectives are legitimate but some -- particularly
the last three -- may not be appropriate for a CIS course which hes
been designed for undergraduates with a 1imited social science back-
ground and as yet undeveloped analytic and synthetic skills. Before
undertaking the design of examinations, the faculty should have a
clear idea of what the students can reasonably be expected to achieve.
Obviously 1t is inappropriate to expect graduate level analytic ski1lls
or to ask students to develop an interdisciplinary synthesis which

the faculty themselves were unable to achieve.

Differences between faculty grading philosophies surfaced in
the CIS courses because of the team-teaching but this problem was com-
pounded by the fact that many of the faculty members had far more ex-
perience in assessing the performance of graduate students than of
undergraduates. To a great extent this problem could be reduced by
determining in advance what students can reasonably be expected to
achieve and formulating appropriate tests.
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CHAPTER V
PROGRAMMATIC CONSIDERATIONS

The two "results" chapters answer the basic question of the
evaluation: What is an interdisciplinary, team-taught, problem-
oriented introductory course in International Studies? Program-
matic questions were only briefly treated. The questions: Were these
good courses? and What larger impacts have these courses had on
students, faculty, CIS and Cornell University? remain to be con-
sidered. To the last gquery: Should these courses be continued? the
evaluation team can only respond by providing information which
might be useful to an eventual decision.

Were these Good Courses?

In order to answer this quection, it was necessary to define
the criteria to be used in the assessment of the quality or "good-
ness" of the course offerings. Two sets of criteria were eventually
employed -- one related to the principles of instructional design
and educational research, and a second based on both the student
ratings when they were asked to compare specific courses with other
courses they had taken at Cornell, and faculty analyses of the im-
pacts of the courses on themselves.

Over the past thirty years, educators, instructional designers
and educational researchers have begun to develop a consensus on
what constitutes an acceptable total course design. Taken alone,
this consensus is not an appropriate criterion in this case because
it was not the intent of the program to design methodologically ele-
gant courses nor were adequate resources available for this type of
instructional demonstration. Basically, the evaluation team combined
these absolute design standards with an analysis of the available
resources and constraints affecting the Program. Such an analysis
1s necessarily inexact but it does provide a basis for a summary
judgment on the total instructionai enterprise. Please note that
this strategy begs the question of what could have, or should have,
occurred. Instead, it treats most resources and constraints as given
?nd asks whether or not the effort was credible within this particu-

ar context.

To begin with, this Program has not involved large outlays
of resources by the Center for Intermational Studies. According to
CIS figures, the direct and indirect costs of developing the program
and offering the first five courses were $44,600, or approximately
$100 per student. This low figure reflects the fact that most of
the faculty involved taught the courses as an overload and thus the:
major expenditures were for the salaries of program coordinators,
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graduate teaching assistants, and for various forms of administrative
support (secretaries, duplication, etc.). Over the last two years of
the program there are indications that CIS was continuously reducing
its support and coordination of the Program. Fer exarple, Domination
had a Ph.D. level, full-time coordinator. The coordinator for the
next two courses was a graduate student, part-time, and for the last
course there was no coordinator.

A second important constraint was that the faculty, while in-
tellectually and professionally well qualified, were primarily gradu-
ate level educators, not undergraduate teachers of introductory,
interdisciplinary courses. Additionally, like most faculty, their :
ski11s as instructional designers and educational innovators were only
partially developed. Finally, as has been noted in Chapter II, the
Program operated in a general atmosphere of departmental hostility
but necessarily utilized teachers who were affiliated with departments.

A different constraint is that interdisciplinary, problem-
oriented, team teaching is an inherently difficult instructional format
combining as it does the interpersonal difficulties of team teaching
and the intellectual problems of bringing together introductory level
material from a variety of disciplinary sources. This innovative
difficulty was increased by the policy of making each course consciously
different from earlier offerings and by the fact that each course was
offered only once.

Now, the ideal course is one where objectives are specified in
advance, appropriate instructional technologies are chosen to maxi-
mize those objectives, the faculty have the skills to implement those
technologies effectively, and the student and course evaluation pro-
cedures are chosen to assess the attainment of expected objectives
and unexpected outcomes. Given the constraints noted above, this ideal
vas clearly impossible within the CIS courses. However, it is the per-
ception of the evaluation team that for most of the CIS offerings, the
course designs come reasonably close to achieving what was possible.

The evaluation team estimates that participation in a CIS course
was approximately a quarter time responsibility over two semesters for
each faculty member involved in the design and operation of the course.
This includes one, three-hour planning session per week in the semester
preceding instruction and a similar weekly staff meeting and the lec-
ture sessions during the semester. Additionally, time was required to
read 100-200 pages a week of often new material, for the grading
of papers and examinations, and for preparing lectures. For most of
the courses, faculty committed themselves to leading a one-hour dis-
cussion section per week. Interviews with faculty and observations of
them at work in the last three courses indicates that almost all those
involved took these responsibilities seriously despite occasionally
high opportunity costs. This was particularly true for the courses on
Integration, Domination, and Peasants.

The outcomes of this expenditure of effort by teams of faculty
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were, in the main, reasonably carefully designed courses. For two

of those teams which were observed directly, it was noted that most
course decisions were made carvefully and reflected a reasoned con-

cern for the costs and benefits of different alternatives. In the

case of Peasants, this led to a design which was unusually well or-
ganized and thought-out. The Domination and Ethnicity courses also
appeared to be particularly well designed.

Where problems occurred, they often reflected the faculty's
lack of training in the design of this type of course. In the main,
they tended to apply what they had learned in other courses without
a critical analysis of how the particular requirements of an inter-
disciplinary, team teaching format might modify the impact of the
conventional techniques used. In part, the CIS program was designed
to generate information on this question for use in later courses.
The evaluation results indicate that the major problems centered
around the team teaching, examinaticn system, and student discussion
group aspects of the courses. These are all components that the fa-
culty tend to downgrade but which the evaluation indicates are as
important and perhaps more important than the content organization,
reading list and lecture sessions -- all areas of major faculty con-
cern. “Importance" in this context relates to student satisfaction
and learning.

A complex, interrelated process seems to be occurring here:
a combination of unresolved conflicts among the faculty, initially
high faculty and student expectations about the course which were
not confirmed, and time conflicts with other activities because offer-
ing the course took up more faculty time than was expected.

Student Ratings of the Total Course. In this era of consumerism, an
important index of the success of a service is the consumers' rating
of what they have received. On the post- and follow-up questionnaires
for each course, there was a collection of summary items related to
the students' perceptions of the course-as-a-whole.

Student ratings of these course-as-a-whole items are avail-
able for all courses with the exception of Europe, for which only
end-of-course data are available. Most of these items asked students
to compare the CIS courses with other courses taken at Cormell. Since
the norms for the College of Arts and Sciences are not subdivided
there are none for introductory social science courses per se. There-
fore it was not possible to compare CIS offerings directly with other
simila; courses but only with the norms for Arts and Sciences courses
as a whole.

Course-as-a-whole items fall into four main groupings and
concern 1) ratings of the faculty, 2) personal reactions to the course,
3) perceptions of the amount learned, and 4) summary impressions of
the course.
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Three generalizations can be made abput the course-as-a-
whole responses. First, for the 33 instances when end-of-course
ratings were compared with the overall Arts and Sciences novms ,
the CIS students rated their courses .13 scale points lower, on
the average. Second, the follow-up scores were .24 lower than
the scores given at the end of the semester, the drop averaging
.44 or almost half a scale point lower in reply to the question
"Overall, my opinion of the course is..." This finding may reflect
differences between the end-of-course and follow-up samples but it
also may be that students used a different basis for comparison
after having taken other courses outside the CI3 program.

Third, students who took more than one CIS course tended to
rate each of the courses more positively than those who took only
one. The mean difference (on the 5 point scale) between the rat-
ings given by repeaters and non-repeaters was .6 for interest 1evel
in the course, 1.2 for amount learned, and 1.2 for the overall rat-

ing.

Students in the first four courses rated the faculty as will-
ing to help students. Only in the fifth course, Ethnicity, did stu-
dents rate the faculty below the midpoint on the scale. In none of
the courses did students indicate that they had much personal con-

tact with faculty outside of class.

Personal reactions of the students were elicited by asking
about interest level and amount of effort expended in the course.
Peasants, Ethnicity, and Europe students claimed that a greater than
usual amount of work was required while students in the other courses
indicated on the end of course forms that they had invested less than
the usual amount of effort required for Arts and Sciences courses, but
on the follow-up form they reported equal or more effort was required.
For all courses except Europe, the interest levels equal or exceed
the norm of 3.3, while for Domination it was .7 higher.

Four items dealing with learning covered 1) fulfillment of
expectations, 2) amount of independent thinking required, 3) diffi-

culty level, and 4) amount learned. Ratings for "difficulty"clustered
around the norm (3.4) for Arts and Sciences courses. Student percep-
tions of the amount of independent thinking required ranged from 3.0
for Europe to 3.8 on the end-of-course ratings for Integration and the
follow-up ratings for Peasants. Apparently students felt that a moder-
ate degree of independent thought was required in the CIS courses.

In all the follow-up ratings (except for Peasants), students indicated
that the courses were less successful than the norm (3.5) for Arts and
Sciences courses in satisfying their expectations. For Peace and
Ethnicity this difference of more than .9 of a scale point showed up
on the follow-up questionnaire and for Europe, in the end-of-course
rqtings. Generally, this finding suggests that in fact these courses
differed in some real way from traditiona) offerings at the University.
Student expectations of course content, based on experience with one-
discipline courses, were not met.
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Student responses to queries about interest level, the amount
learned, and overall opinion of the course were taken as important
indicators of the affective, cognitive, and general impacts of the
courses. These items correlate between .7 and .8 with each other oOn
the follow-up forms. The size of the follow-up sample does not allow
a factor analysis of the data but an examination of the higher corre-
lations between these three general items and other items on the
questionnaire may give some idea of the particular course qualities
associated with these student reactions to the ccurse-as-a-whole.

0f the set of items assessing student reactions to the reading
list, lectures, and discussion sections, the ones that correlate most
highly with the three general items are those that tap the students
perceptions of 1) the integration of course components, and 2) the
effect of these aspects of the course on the students' interest in
the course topic.

Studentd ratings of the success of the CIS courses in providing
useful terminology, concepts, techniques, and a "feel" for how others
live and think also correlated (between .5 and .7) with the ratings
for the generalcourse-as-a-whole items.

We would summarize these findings as follows. As designs and
as expressions of the effort expended by faculty, the CIS undergraduate
courses were adequate courses, if the constraints and opportunities
are taken into account. Student data clearly indicate that at the end
of the semester the courses were rated as equivalent to other intro-
ductory caurses and to the norms for Arts and Sciences courses as a
whole. Given the complexity of the format and the fact that each
course was a new and independent effort, offered only once, this s a
reasonably positive outcome.

Larger Impacts

Given that these were reasonably "good" courses, the next ques-
tion is: What was the larger, longer term impact of the program?

While 60% of the follow-up sample report that experiencing a
CIS course was useful to them in other courses, the same percentage
indicate that it has not influenced their enrollment in other courses
and 75% felt it had no effect on their choice of a major. Even when
students felt that a CIS course had influenced them it was to spe-
cialize in some aspect of their current major rather than to make a
new commitment to International Studies.

Since the Peace course there has been a precipitous drop in
CIS course enrollments -- from 148 in that course to 18 in Europe.
Students who had registered in Ethnicity but dropped out before it
began were questioned. A variety of factors were involved in their
decisions, including pressure of departmental or college requirements,
increasing emphasis on occupationally related courses, and disinterest
in the particular CIS topics all played a part. But student comments
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also reflect dissatisfaction with their own or a friend's previous
experience in CIS courses. It may be that student interest in Inter-
national Studies is declining nationally but it is clear from the
ratings of CIS courses, that students value the development of
personal conceptual frameworks for the organization and analysis of
material and that they look for links between the problems encountered
in International Studies and their knowledge of American society.

Impacts on Faculty.- A question seldom asked is “What are the effects
on the faculty of participating in a course such as the CIS Program
offered?"” Three main classes of faculty impacts were identified from

interviews and observations: 1) intellectual, 2) interpersonal, and
3) teaching-related.

Many of the faculty found it useful and interesting to be ex-
posed to different viewpoints and materials but could not say speci-
fically how they had used them.

Interpersonal and social impacts on the faculty in CIS courses
were sometimes negative, as in Domination where the faculty inter-
acted vigourously over an extended period of time. Most reported,
however, that they had maintained social and intellectual ties with
the other members of the teaching staff when possible.

The most apparent impacts of the CIS ciurses on the faculty in.-
volved were in the area of teaching because >f the continual exchange
of views and information on various aspects of instruction, especially
those concerned with lecturing and grading. Improvement in dis-
cussion leadership skills was particularly noticeable in Ethnicity.
Unfortunately no data are available to show whether these new teaching
skills were transferred to other situations. -

The faculty's initially high expectations were not met in any of
the CIS courses. The teaching teams in Peasants and Ethnicity were
asked what they would consider an acceptable student rating for the
course and were disappointed that the actual ratings proved to be 1/2
point iower than anticipated.

In brief, data which might reveal the impacts of CIS courses on
faculty were scant but it appears that negative findings were balanced
by the less observable positive intellectual, interpersonal, and teaching-
related advances.

Effects on Curriculum. One of the objectives of the CIS program was

to increase the International Studies content of the undergraduate curri-
cula at Cornell. Insofar as CIS added six courses, this goal was met.
Ultimately, however, curricular changes require that the departments
change and this has not occurred. Departments have not taken over the
CIS courses nor have CIS courses {except for Europe) been cross-listed
with departments. Since the beginning of the program, there has been
decreasing departmental cooperation.
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Should the Program be Continued?

It would be inappropriate for the evaluation team to
attempt to give a final answer to this question. However, some of
the evaluation results yield information which might be useful in
the decision making processes established by CIS.

First of all, it is clear that the program was not as success-
ful as either CIS, the faculty, or the students expected. This was
partly due to the technical difficulty in realizing a complex inno-
vation with the nascent skills of the faculty and students. It may
in part reflect the fact that assumptions were made that were in-
herently unrealistic and that there were institutional and other
constraints which could not be modified.

If the decision is made to continue the program, a first
important step for CIS would be to define the realizable and signifi-
cant goals, including acceptable levels of student learning and satis-
faction. The potential of the courses should be assessed not only in
terms of undergraduate education but as a contributing factor in the
development of social, intellectual, and teaching skills in graduate
students and faculty.

CIS must analyze its commitment to interdisciplinary, under-
graduate education in Intermational Studies. To what extent {is an
International Studies component a necessary aspect of undergraduate
education? To what extent is interdisciplinary inquiry an appropriate
intellectual activity for undergraduates? These questions must be
answered before a meaningful decision can be made as to the continua-
tion of the program.

Toward the Future

The lessening of "atypicality" of the CIS courses over the
period of the Program's existence can be seen in the diminished pre-
sence of faculty representing non-political science fields. A further
assertion along the lines of diminishing “atypicality" postulates that
the Program has moved generally from a curriculum plan of introductory
courses in the social sciences which treat in an interdisciplinary,
problem-oriented fashion, broad problems of an international nature,
to courses on more specialized topics in International Studies. The
student population in these courses has shifted from primarily fresh-
men and sophomoras to upper level undergraduates and graduate students.
Related to this shift has been the abandonment of "freshman humanities"
status for the courses.

During the 1970 planning sessions for the Undergraduate Program
the question was debated: Should the courses be dasigned for advanced
undergraduates relying on and taking advantage of their experience with
particular disciplines, or should the courses serve as a broad-gauged
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is the course "type" which can benefit most from the evaluation.
Such a course, with its broad interest base would, hopefully, attract

enroliment in sufficient numbers to warrant the following suggested
procedure. .

The faculty selected for the course would spend a semester
planning the course which then would be offered twice. The planning
would attend to objective setting (with direct consequences for improv-
ing grading procedures), would provide opportunity for faculty to read
the suggested texts (so that the process of final selection of a set
of readings would likely be integrative rather than additive), and
general consideration of the strategic elements designed to move the
student from entry skills to the achievement of course objectives
(lectures' content, role of discussion sections for integrating read-
ings and lectures, other teaching technologies). In general, this
planning stage would dssign the conceptual framework for the course
which in turn would have the advantage of structuring the contribu-
tions of each faculty participant. (The evaluation has shown that
students have perceived some of the "intellectual dueling” which has
characterized some courses as unhelpful.)

The constraints placed on course content by departments which
have insisted that topics in CIS courses not overlap departmental
offerings have eliminated, in some instances, reference to United
States phenomena. Should this pressure persist or increase, the 1{ke-
lihood of selecting "problems" of wide student appeal is diminished
and with it the possibilities for courses of Alternative B type.

Alternative C -- support services for faculty-initiated interdisci-
plinary courses.

Where Alternative B type courses were of broad interest,
attracting a heterogeneous student population, type C courses may be
conceived of as more specialized in topic, aimed at a homogeneous
population of advanced undergraduates and graduate students. Under
Alternative C, the Center for International Studies would be recep-
tive to faculty initiatives to explore an international problem with
colleagues and graduate students from diverse fields and share that
exploration with advanced undergraduates, well grounded in the me-
thodologies and concepts of one of the represented disciplines. Here
rather than suppressing "intellectual dueling" disruptive to fresh-
men and sophomores as they seek an introduction to international pro-
blems and disciplines (Alternative B), the clash of disciplines should
be encouraged. Such a course experience may be desirable as a culmi-
nating experience for undergraduates from many related fields and
suggest to them avenues of application of the skills derived from
the discipline in which they majored.

The Alternative C type courses should pass most easily through
the narrow channel of constraints and their perpetuation under the
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auspices of the Center for International Studies will maintain the
spirit of innovative teaching which the Program has launched.

These alternatives are offered as discussion points for the
Center of International Studies to begin to articulate its future
direction in innovative instruction at the undergraduate level.
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and Advanced Studies (Cornell), from John W. Mellow, Depart-
ment of Agricultural Economics, November 1968 re CIS.

20. Memorandum from Douglas E. Ashford to James A. Perkins, re
proposal o examine the meaning of intermational relations or
the University response to a restructured world environment
(for discussion only.)

21. Memorandum to CIS Executive Committee from Douglas Ashford
re appointing a committee to study the role of the Center for
International Studies.

22. Excerpts from interviews with Milton Esman, Douglas Ashford,
Dick Moore, Walter Pintner, Frank Long et al -- all June 1973;
re CIS environment, area studies, disciplines, etc.

23. Letter to Dean Norman Penney from Committee on Soviet Studies,
October 13, 1971.

24. Statement .f Undergraduate Program in International Studies,

CIS, June 17, 1970 (Camhi).

25. "The Cornell Interdisciplinary Program in International Studies",
part 1 of the proposal to the Office of Education (no date).

26. Excerpts from interviews with Milton J. Esman, June 1973.

27. Statement "Organization and Functions, Center for International
?;gdies“, approved by CIS Executive Committee, February 26,

8.

28. Excerpts from interview with Jane Camhi, March 3, 1973.

29. “"Composite Draft of subcommittee proposal for a possible program
in international studies for freshmen and sophomores," (no date).

30. "Proposal: Interdisciplinary program in International Studies
for Freshmen and Sophomores," (no date)

31. Letter to Ward Morehouse (Education Department, Albany) from
Anthony La Vopa (Coordinator, Interdisciplinary Program),
January 13, 1973.

32. Notes at luncheon meeting to initiate planning committee for
undergraduate teaching program in international relations,
September 10, 1969 (Camhi).

33. Letter to members of Planning Committee for Undergraduate Program
from Jane Camhi.

34. Memorandum to members of Planning Committee from Jane Camhi re:
report of Friday meeting, January 16, 1970.

35. Letter to Prof. Herbert Ginsburg, from Jane Camhi re cooperation
between CIS and Center for Research in Education.

36. gotesaon];g?cheon discussion of CIS course teaching problems,

une §&, .
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37. Notes from interview with Alfred Kahn, June 14, 1973, re:

CIS Undergraduate Program and funding (apprehension in the
departments).

38. Memorandum to Milton Esman, Gil Levine, Steve Frick from

Bryant Robey re: meeting with Levine, La Vopa, and Frick re-

garding the Undergraduate Program, July 8, 1971.

Memorandum from La Vopa re: Undergraduate Interdisciplinary

Program, CIS, Sept. 4, 1971.

Memorandum from Bryant Robey to Undergraduate Program files re:

meeting with Steve Frick and Dean Kahn on Undergraduate Program,

July 21, 1971.

41. Excerpt from interview with Gil Levine, June 8, 1973 (Alison

Brow:g. .

44. Memorandum from Walter Galenson to Vice Provost Robert Ris ey,
September 21, 1971, re complaints about CIS 209 reading list.

45. Excerpt from interview with Lisle Carter, August 27, 1973, re:
Sanders Report.

46. Memorandum from Myron Rush (Committee on Soviet Studies) to
Lisle Carter re: complaint that CIS gets funds instead of the
Committee on Soviet Studies.

4/. Report of Executive Committee meeting, October 27, 1971.

48. Excerpts from interviews with Dick Moore, Walter Pintner, Bryant
Robey, June and March 1973 (Alison Brown)

49. Note from interview with Richard Rosecrance re: impact of CIS
209 on future courses (Alison Brown).

50. Notes from conversations re: future of CIS Undergraduate Program,
October 1972, between Alison Brown and Joel Gregory; these issues
were then reconsidered with Bryant Robey participating.

51. Notes of meeting, February 9, 1973, between Milton Esman, Bryant
Robey, Whiton Paine (Alison Brown).

52. Annual Report, 1971-72, of the Center for International Studies,
Cornell University.

53. Proposals to the Office of Education for CIS Undergraduate Pro-
gram, revisions, and correspondence, 1971-1972.

54. Proposals to the Office of Education for an evaluation study of
the CIS program, revisions and correspondence, 1970-1972.

& 8

Costin, F., W.T. Greenough, and R.J. Menges. Student ratings of
college teaching: reliability, validity, usefulness. Review
ot _Educational Research, 1971.

Education and World Affairs. The University Looks Abroad: a roaches
to world affairs at six American universities, a report. New York:
Walker & Co., 1965.

Isaac, S. and W.B. Michael. Handbook in Research and Evaluation. San
Diego: Robert R. Knapp, 1977.
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Kolka, J.W. and E.N. Swinerton. The Dynamics of Interdisciplinary
Departments and Problem Solving as a Teaching Technique. In
Tubbs (Ed.), Toward a Community of Seekers. University of
Nebraska, 1972.

LaFauci, H.M. and P.E. Richter. Team Teaching at the College Level.
New York: Pergamon Press, 19/0.

Lee, C.B.T. Improving College Teaching. Washington, D.C.: American
Counsil on- Education, 1337.

Levien, R.E. The Emerging Technology. New York: McGraw-Hi11, 1972.

Levine, A. and J. Weingart. Reform of Undergraduate Education. San
Francisco: Jossey-Bass, 3.

McKeachie, W.J. Improving Teaching Effectiveness. PREP Report #25.
Washington, D.C.: U.S. Government Printing Office, 1971.

Teaching Tips, a Guidebook for the Beginning College .
Teacher. Lexington, Mass.: Heath & Co., 1969

. PResearch on teaching at the College and University

Level. In Gage, (Ed.), Handbook of Research on Teaching.
Chicago: Rand McNally, 1963.

Miller, R.I].9 Evaluating Faculty Performance. San Francisco: Jossey-
Bass, 1972.

. Developing Programs for Faculty Evaluation: A Source-
book for Higher Education. san Francisco: ﬁossey-ﬁass. 1974.

Phi Delta Kappa Study Committee on Evaluation. Educational Evaluation
and Decision Making. Itasca, Illinois: F.E. Peacock, 1977.

Runkel, P., R. Harrison and M. Runkel (Eds.). The Changing College
Classroom. San Francisco: Jossey-Bass, 1909.

Sanders, I.T. and J.G. Ward. Bridges to Understanding. New York:
McGraw-Hi1l, 1970. ‘

Sherif, J. and C.E. Sherif (Eds.). Interdisciplinary Re]ationshigs
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D.C.: Capitol Publications, .

-7 -

©

ERIC

Aruitoxt provided by Eic:



Swift, R.N. World Affairs and the College Curriculum. Washington,
D.C.: American Council on Education, 1359. -

Thorndike, R.L. Educational Measurement, second edition. Washington,

D.C.: American Counci) on Education, 1971.

Trent, J.W. and A.M. Cohen. Research on Teaching in Higher Education.
In Taavers, R.M.W. (Ed.). Second Handbook of Research on Teaching.
Chicago: Rand McNally, 1973.

Webb, E.J., D.T. Campbell, R.D. Schwartz, and L. Sechrest. Unobtru-

sive Measures: Nonreactive Research in the Social Sciences. Chicago:
‘Rand McNally, 1966.

Wilson, H.E. and F.H. Wilson. American Higher Education and World
Affairs. Washington, D.C.: American Council on Education, 1963.
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APPENDICES

These Appendices are included for readers interested in the
specific courses offered in the interdisciplinary, problem-oriented
Undergraduate Program of the Center for Intermational Studies. Over
a three year span, six courses were presented:

CIS 110: Integration and Decentralization -- Competing Forms
in International Society

CIS 209: Domination and Subordination -- Origins, Strategies,
and Justification

CIS 210: Peace and War

CIS 211: Peasants, Power, and Productivity -- Rural Develop-
ment in the Third World

CIS 212: Ethnicity, Race, and Communalism -- theiwr Signifi-
cance for Nation Building and International Relations

CIS 135: The Concept of Europe -- Crisis and Continuity in the
Evolution of an Idea

These Appendices consist of two parts. Appendix A contains:

Section 1: a cross-course survey (Table 10), showing student,
faculty, and course characteristics;

Section 2: the follow-up questionnaire, showing the item mean
scores obtained in each course;

Section 3: the grade distribution in CIS courses (Table 11);

Section 4: the response of “repeaters" to questions on the
special characteristics of the CIS courses;

Section 5: The Cornell Inventory for Student Appraisal of
Teaching ‘and Courses;
Section 6: Topics for Faculty Interviews.

Sections 1 and 2 provide an overview of course characteristics and
student reactions. In Section 5, the mean scores for CIS courses

as found in the follow-up questionnaires, are compared with the mean
scores for courses in the College of Arts and Sciences.

In Appencix B, each course is discussed in a separate section.
These are not ccmplete evaluation reports but an attempt to highlight
the most important aspects of each offering. The summary analyses
are sypplemented by copies of the student assessment forms used in
each course, including the item mean scores. :

Yo
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Appendix A, Section 1

Cross-course Survey
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Table 10

Tabie 10 represents a cross course summary. Six rather
different courses were given in the CIS Undergraduate Program.
In this table they are presented in terms of their structural
features, both as designs and implemented offerings, and also in
terms of the impacts they had on those students who completed the
follow-up questionnaire. Structural informatfon is in tabular
form and summarized briefly in the text. The follow-up data on
student reactions to five of the six courses are given, with mean

ratings for the varigus items on the questionnaire. These data
are also summarized in the text.

The Table provides an overview of the structural aspects
of the six courses so that they can be compared along a number of
-dimensions. It includes information as to 1) when each course was
offered; 2) the basic characteristics of the students and faculty
involved; 3) how many of these were represented in the evaluation
samples; and 4) how the lectures, sections, and grading systems
were organized. The material represented by the major headings in
the “Course Aspect” colu:n is explained below.

A. Semester. The basic procedure Was to offer one course each

s$me;;§r. starting with the Spring of 1971 and ending in the Fall
of 1 .

C. Total Core Faculty. Between three and five core faculty members
were involved in each offering with five being the usual complement.
Political Science, History, and Econonics were the most common de-
partmental affiliations of CIS faculty, but for two of the courses
(Peace, and Peasants), faculty was recruited from outside the social
and behavioral sciences. Most of the core faculty were Comell
faculty members and shared a comion area of interest and expertise
although some sub-Ph.D.'s participated in tie first two courses and
served as graduate teaching assistants in the last three. All of
the courses supplemented the expertise of the core faculty with 3-7
v.siting iecturers. Again, most of these were social and behavioral
scientists drawn from the Cornell faculty.

D. Student Population Enroliment. This item shows the steady de-
cline in enroliment that occurred during the last four courses. For
all courses the majority of students came from the College of Arts

and Sciences. As the Program progressed, the percentage of upper-
classmen increased so that in the last course, half were Juniors or
Seniors. Each course had some students who either went on to later
CIS courses or had taken an earlier one. This is the group labelled
“repeaters". Finally, the average grade in CIS courses was B to B+ --
somewhat lower than the norm for the College of Arts and Sciences.

y
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E. Integration. The next aspect shown in the Table is the

summary perceptions of the evaluation team as to how well each
course was integrated on a conceptual, organization, and disciplin-
ary level. Conceptual integration refers to the overall integration
between content areas. How effectively the instructional activities
were linked is the major indication of organizational integration.
Disciplinary integration is both a conceptual and interpersonal
measure, reflecting both the interdisciplinary and team-teaching
aspects of the courses. The standard used is an absolute one and
thus no CIS course was rated as highly integrated on any level.

F-H. Content Organization. Al1 CIS courses had some kind of over-
all organizing rationale which gave particular emphasis to when
analytic tools, such as concepts, were to be presented and how dif-
ferent types of case examples were to be used. The differences be-
tween courses are shown under aspect H, Content Organization.

Taken as examples of interdisciplinary teaching, the CIS
courses differed markedly from one another, as can be seen in aspect
G of the Table. A related aspect, Team Teaching, is summarized in
H. In these ratings, cooperation within the team is an indication
of how productively the faculty were able to work together on the
design and presentation of the courses. The two ratings of conflict
in staff meetings and in lecture sessions show where personal differ-
ences were usually expressed. Finally, how well guest lectures were
integrated into the cnurse was rated. D — h

I-M. The next five sections of the Table deal with the instructional
techniques used in the courses. This included reading 1ists, lecture
sessions, miscellaneous techniques (films; slides, handouts), dis-
cussion sections, and grading system. The major features of each
Ccluster of techniques are briefly delineated.

N-O. The students' overall ratings of the courses compared to the
average rating for courses in the Cornell College of Arts and Sciences
are summarized. Both post- (end of course) and follow-up ratings are
presented under aspect N. The final set of ratings (0) indicates

how similar to other Cornell courses the students considered the CIS
offerings to be.
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Appendix A, Section 2

Follow-up Guestionnaire
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Follow-up Ratings

The evaluation of the CIS Undergraduate Program is unusual in
that follow-up information was obtained from students in the first
five courses several months after they had completed the courses, in
order to ascertain their later reactions. In the Methodology Chapter
this procedure is discussed in detail. This Appendix presents the
items contained in the questionnaire and the mean scores for each
course. There were nine sections to the questionnaire:

Background Information
Genera] Readings
Lectures

Discussion Sections
Grading Procedures
Content Organization
Course Qutcomes

The Course as a Whole
Course Redesign

=~ IO TIMOODO>
® o o® o & o o o o

Included in the Content Organization, Course Outcomes, and Course as
a Whole sections, were open-ended and rating items which were used
to collect data on the interdisciplinary, problem-oriented, team-
teaching aspects of the CIS courses.

A course by group, multivariate analysis of variance was done to
isolate those items which significantly (.05 level) differentiate be-
tween the first four courses (Integration, Domination, Peace, and
Peasants) or between repeaters and non-repeaters in those courses. Be-
cause of the 1imited numbers of repeaters in Europe, it was not in-
cluded in this analysis and follow-up data was not collected. The
results of this analysis are indicated beside each item, as follows:

C=course effect significant

G=group effect significant (repeaters vs. non-repeaters)
C/G=course and group main effects both significant
CG=interaction significant

For purposes of comparison, the mean scores from the College of Arts
and Sciences norms are presented on the far right. The possible weak-
nesses in this data and some caveats in the interpretation of the re-
sults are discussed in the Methodology section and the reader should
rever to this if he plans to use the mean scores for comparison purposes.
In general, the actual mean scores are less important than the patterns
across clusters of items.

"Background Information", the first section of the Fol®ow-up
Questionnaire, included questions as to the students' current class,
sex, and school in which he/she was enrolled, as well as grade-related
information, the most important reason for taking the course and for
not enrolling in more CIS courses, and plans for after graduation.
Students were also asked to esiimate how often they attended lecture and

(ﬂ: 95 .
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discussion sections and the percentage of assigned readings they
had completed.

The next four sections of the questionnaire deal with the
instructional techniques used in CIS courses -- Readings, Lectures,
Discussion Sections, and Grading Procedures. Many of these are stan-
dard questions but some are tailored to the unique characteristics
of the CIS program. Other items deal with the effect of readings,
lectures, and discussions on the level of interest in the course
topic and how well these aspects of the course were integrated.

Section F, Content Organization, was an attempt to find out
where the content was first presented (in lectures, readings or
discussion sections), how effective different strategies of content
presentation were in increasing student interest, and how much over-
lap there was between these segments of the course. :

Section G asked which disciplines were stressed in the course,
whether they were integrated, and whether more disciplines should
have been included. The students were asked to compare the CIS
courses to other introductory courses in social and behavioral sc'ence
and to assess their personal growth in terms of knowledge of specific
problems in International Studies.

The next section is a cluster of items concerning the Course as
a Whole. It was designed to disclose summary perceptions of the
course. Items 5, 7, 10, and 12 are most important because they deal
with the overall organization of the course, the students' interest
level, perception of learning, and overall opinfon of the course.
For each of these items, students were asked to compare the CIS courses
with other courses at Cornell before answering, and for purposes of
comparison the norm scores for Arts and Sciences courses are included.
Al11 but one of the items in this section revealed a significant group
effect and half of them showed significant course or interaction effect.

Finally, the students were asked to rate alternative ways of
structuring the content, lectures, readings, discussion sections and
grading systems if the course were to be offered again.
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